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ABSTRACT
This study examined the extent to which administrators in performing and
visual arts schools demonstrate transformational and transactional leadership
behaviors. Administrator self-perceptions and teacher perceptions of
transformational and transactional leadership behaviors of administrators in
performing and visual arts schools were compared. Eight transformational and
transactional leadership behaviors and four leadership effects were examined. The
eight leadership behaviors examined were attributed charisma, idealized influence,
inspirational motivation, intellectual stimulation, individual consideration,
contingent reward, management-by-exception active, and management-byexception passive. The four leadership effects examined were laissez-faire, extra
effort, effectiveness, and satisfaction.
Data were collected by obtaining responses to a survey instrument mailed to
one administrator and two teachers in 93 performing and visual arts schools which
were members o f the International Network of Visual & Performing Arts Schools.
Sixty-nine percent of the schools responded for a total of 63 administrator surveys
returned and 87 teacher surveys returned. Data for answering the research
questions were analyzed by utilizing t tests. The probability for significance was
set at the .05 level.
Performing and visual arts schools have unique organizational
characteristics which may require specialized types o f leadership. The leadership
behaviors and effects associated with transformational and transactional leadership
theory were used to determine administrator and teacher perceptions of leadership in
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performing and visual arts schools. Administrator responses were compared to
teacher responses to determine the extent to which administrators have been
effective in using these behaviors.
The findings of the study indicated that while both administrators and
teachers in performing and visual arts schools believed that the administrators in
such schools used transformational leadership behaviors more frequently, there
were significant differences between administrator and teacher perceptions o f the
frequency of use of the transformational leadership behaviors o f attributed
charisma, idealized influence, intellectual stimulation, and individual consideration.
These differences in perceptions were found throughout the study, but the greatest
differences in perceptions were in magnet schools. There were no significant
differences in administrator and teacher perceptions regarding the use of
transactional leadership behaviors.

CHAPTER I
INTRODUCTION
Leadership is one of the most studied and least understood phenomena of our time.
Bennis and Nanus (1985) described two o f the early theories o f leadership: the "Great
Man" theory that leaders arc bom, not made, and the "Big Bang" theory that leaders emerge
from the situation and their followers. Hersey and Blanchard (1993) described leadership
as situational, reporting that effective leaders use the correct leadership style for the
situation. Leadership has been the focus of many studies, and there are many differing
theories as to what makes a leader effective.
Prior to 1945, the most common approach to the study o f leadership focused on the
identification of traits and characteristics of effective leaders (Hersey & Blanchard, 1993).
Traits related to intelligence and ability, personality, physical appearance, and social
background were believed to differentiate leaders from followers and effective leaders from
ineffective leaders (Taylor, 1994). In a survey o f literature regarding the traits and
characteristics of leaders, Stogdill (1948) attempted to identify a set o f common leadership
traits. He found that many of the traits deemed crucial to leadership in one survey were
found not to be crucial in other studies. He concluded:
The findings suggest that leadership is not a matter of passive status, or of the mere
possession o f some combination o f traits. It appears rather to be a working
relationship among members of a group, in which the leader acquires status through
active participation and demons tration of his capacity for carrying cooperative tasks
through to completion, (p. 66)
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Therefore, no universal set o f traits ensures leadership success, although there may be traits
that help or hinder in a given situation.
Stogdill (1948) stated, "It becomes clear that an adequate analysis o f leadership
involves not only a study o f leaders, but also situations" (p. 65). Hersey and Blanchard
(1993) reported that leadership is a dynamic process varying from situation to situation.
Recognition o f the importance of the situation and the leader's behavior in the situation
comprise the basis for the theory of situational leadership described by Hersey and
Blanchard (1993). They asserted, "The focus in situational approaches to leadership is on
observed behavior, not on any hypothetical inborn or acquired ability or potential for
leadership. The emphasis is on the behavior of leaders and their group members and
various situations" (p„ 116).
Hersey and Blanchard's (1993) theory of situational leadership is based upon the
dimensions of task and relationship. They identified four basic leadership behavior styles:
high task and low relationship, high task and high relationship, high relationship and low
task, and low relationship and low task. According to the researchers, "Effective leaders
adapt their leader behavior to meet the needs of their followers and the particular
environment" (p. 137).
In the 1980s, instructional leadership became the educational standard for school
principals. Hallinger (1992) reported that the principal was expected to be knowledgeable
about curriculum and instruction and to work directly with teachers to improve instructional
effectiveness. In his study of effective schools research, Sweeney (1982) concluded that
leadership behavior was positively associated with school outcomes. He identified four
leadership behaviors associated with school effectiveness: "Clearly, implications are that
school effectiveness is enhanced by principals who emphasize achievement, set
instructional strategies, provide an orderly school environment, and frequently evaluate
pupil progress" (p. 350). However, Leithwood (1992) indicated that although instructional
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leadership was a good model for schools in the 1980s and early 1990s, the depth o f change
required in schools necessitates a move toward transformative leadership.
The theory o f transformational and transactional leadership was first identified by
Bums (1978) in his book, Leadership. He defined transactional leadership as a reciprocal
process of mobilizing resources to realize goals independently cm-mutually held by both
leaders and followers. Transactional leadership creates a bargain to aid individuals a n t'o r
groups in attaining separately held goals. Although both groups may attain their separately
held goals, a common or higher purpose may not be met through transactional leadership.
On the other hand, transformational leaders "shape and alter the motives and values and
goals of followers through the vital teaching role of leadership" (Bums, 1978, p. 425).
The results of this type of leadership unite leaders and followers in attaining a higher
common goal representative o f the collective interests o f both groups. The differences
between the attainment u individual or collective goals is a key difference between
transactional and transformational leadership. Bums (1978) stated that both forms of
leadership can contribute to human purpose; however, it is transformational leadership
which leads to purposeful change within an organization.
Bass and Avolio (1989) further defined the theory of transformational and
transactional leadership through the identification of leadership behaviors associated with
transformational and transactiorml leadership. Transactional leadership occurs when
followers are moved to enact their roles as agreed upon with the leader in exchange for
reward or the avoidance of punishment. Bass and Avolio fuither identified two leadership
behavior components o f transactional leadership as contingent reward and
management-by-exception. Contingent reward is defined as the exchange of rewards for
effort and performance. Management-by-exception involves intervention if standards are
not met and is based upon the premise "if it ain't broken, don't fix it" (p. 511).
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Bums (1978) stated that transformational leadership occurs when followers are
moved to an increased awareness about what is important, to a higher level on Maslow's
needs hierarchy, and to a transcendence o f their own self-interests for the good of the
group, organization, or society. Bass and Avolio (1989) further identified the three
components o f transformational leadership as charismatic/inspirational, individualized
consideration, and intellectual stimulation. Charismatic/inspirational is defined as showing
vision, exhibiting a sense o f mission and confidence, gaining respect and trust, increasing
optimism, and displaying enthusiasm. Individualized consideration is defined as giving
personal attention to neglected members, treating each subordinate individually, coaching,
and advising. Intellectual stimulation is defined as enabling a new look at old problems,
stressing intelligence, emphasizing rationality, and employing careful problem solving.
Mitchell and Tucker (1992) indicated that a belief in the transformational leadership
approach to school improvement leads to concepts such as restructuring. Although
transactional leadership is useful in maintaining systems, it is transformational leadership
that redefines systems. 'Transformational leaders see themselves as responsible more for
redefining educational goals than for implementing existing programs" (Mitchell & Tucker,
1992, p. 34). Bennis and Nanus (1985) identified leadership as the pivotal force behind
successful organizations. They referred to the new transformative leader as "one who
commits people to action, who converts followers into leaders, and who may convert
leaders into agents o f change" (p. 3). The concept of the leader as a change agent is
important in both transformational leadership and the school restructuring movement.
In the public arena, educators are continually challenged to reform the system of
education (Carrow-Moffett, 1993). Carrow-Moffett (1993) reported that to meet the
challenges ahead leaders must be developed throughout every level o f the system; these
leaders must be change agents who have vision and purpose and who understand the big
picture. Streshly and Newcomer (1994) recognized the need to organize schools to unleash
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the creativity and productivity of teachers. Liontos (1994) reported that the use o f shared
decision making enhances change which is mere likely to be effective and lasting when
those implementing such change have a sense o f ownership in the process.
One educational reform strategy that integrates creativity and innovation is schools
o f choice. In 1991, Archbald reported that interest in school choice was reaching an
unprecedented level in the United States. He reported that magnet schools and open
enrollment programs were growing and that school choice proposals had come before state
legislatures and school boards nationwide. Boaz (1994) reported that interest in school
choice continued to grow and that most urban districts offered some type of magnet school
system to allow for school choice. In addition, he reported that some form of school
choice legislation was introduced or was pending in 34 states during 1993 and that at least
35 states had grass-roots coalitions working for school choice.
Clinchy (1985) reported that a single standardized form o f schooling cannot fully
and fairly educate all children. He stated, "What we need instead is an educational system
that provides a diversity of schools designed to meet the needs of all students and the
desires of all parents throughout the school community" (p. 7). The development o f choice
plans and multiple magnet schools throughout a school district will provide diversity of
educational opportunity. Tsapatsaris (1985) stated the following:
We are all individual. We leam and work in different ways. If you give students,
teachers, and principals a choice to leant and work in an environment they prefer~a
place they have chosen of their own free will, where they feel comfortable and
respected—we think they will direct their energies toward a common goal:
excellence, (p. 10)
Sylvester (1989) noted that choice can achieve three very important goals for
schools. It can revitalize school programs by giving teachers creative freedom; it can make
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schools better places for children to be; it can break down the barriers o f segregation.
Lezotte and Taylor (1989) also identified several areas o f concern in public school systems
that magnet schools and other schools o f choice attempt to address:
(a) the opportunity to learn and the motivation of students, (b) segregation by race
and ethnicity, (c) low morale of teachers, (d) limited parental and student choice,
(e) need for a safer and more orderly environment, and (f) lack o f discipline in the
classroom, (pp. 25-26)
Sylvester (1989) cautioned, however, that choice can be dangerous when choices are
limited or available only to the elite. If parents and students are to choose among schools,
then all the schools must provide a wide variety of educational options open to all students.
Although school choice can take many different forms, one of the most popular
forms has been the magnet school. Blank and Archbald (1992) defined a magnet school as
a public school with any combination o f grades K-12 that offers "whole-school" or
"program-within-school" programs that have the following characteristics:
1. a specialized curricular theme or method of instruction intended to attract
students district-wide
2. at least some students who volunteered for admission and entered voluntarily
(enrollment is not limited to neighborhood attendance zone)
3. racial/ethnic enrollment goals or controls o f some type. (p. 82)
In a study of 45 magnet schools, Blank (1988) identified three factors strongly
associated with high quality education in a magnet school:
1. An innovative principal who provided leadership in developing curriculum,
recruiting and motivating staff, and seeking school resources.
2. A high degree of coherence of the magnet school theme, curriculum, and
teaching expertise, which combined to form a unique and definite program identity.
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3. Policy commitment by district leaders and allowance o f flexibility with rules,
conventions, and procedures, (p. 13)
Raywid (1984) reported that the social order of magnet schools differs considerably
from that in conventional schools and is typically maintained in different ways. She also
reported that the roles of everyone within an alternative school are likely to be much
broader than in a conventional school. Differences in magnet school programs point to the
need for a specialized form of leadership. Blank (1988) addressed the need for leadership
at the school level:
School-level leadership is critical for effective programs because the principal or
magnet coordinator must translate the program concept and design into an integrated
curriculum delivered through a committed staff. The principal or coordinator is
typically the person who generates interest and support for the magnet school in the
community and who stimulates teachers to participate in developing an innovative
approach to their work. Magnet principals should be chosen for their leadership
skills and entrepreneurial abilities, (pp. 15-16)
The theme of the magnet school becomes the vision around which the school
curriculum is designed. Lezotte and Taylor (1989) stated that in magnet schools, "the
clarity and shared understanding of the school's mission should be one o f its strongest
attributes" (p. 27). Effective leadership is important in magnet schools because the leader
must not only be knowledgeable about effective instruction but must be able to
communicate the mission, purpose, and priorities of the school (Lezotte & Taylor, 1989).
Magnet schools can be arranged around any curricular theme or innovation. The
performing and visual arts is one of the popular themes for magnet schools and schools of
choice. Performing and visual arts schools offer specialized curricula in the fine arts
including dance, music, theatre, and visual arts. Natale (1992) found that in the United
States there were more than 200 public schools for the arts, with more poised to open
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soon. She noted that in spite of budget cuts in arts programs, arts schools continued to
flourish. According to Natale, "Students o f the arts gain discipline, confidence, and the
ability to think creatively—skills that can help improve student performance in academics
and the workplace" (p. 46). Curtis (1987) identified three major purposes for performing
and visual arts schools:
1. They serve as magnet schools, drawing people from all areas o f the school
district to a central location based on personal interests.
2. They give professional training to students in the performing arts.
3. They offer an alternative approach to traditional schools, (p. 127)
The role of the leader of performing and visual arts schools is vital to the
development and continued success of the program. Seidel (1994) recognized the
importance o f the principal’s leadership role in developing a vision and mission for the
school. He stated that "by encouraging ownership of a clearly designed organizational
vision, such transformational leadership is especially effective with arts programs" (p. 11).

Need for the Smdy
Performing and visual arts schools have become an integral part o f the public
school choice movement The majority o f performing and visual arts schools in the United
States have been established since the mid-1970s. Research on magnet schools has
focused on the establishment and effectiveness o f magnet schools generally and has not
been conducted on performing and visual arts schools specifically.
Performing and visual arts schools have transformed the delivery o f education in
many urban areas. Students elect to attend these specialized schools and, in most cases,
faculty members voluntarily seek assignment to these schools. Because of the unique
organizational characteristics o f performing and visual arts schools, it also would be
reasonable to expect that such schools would require a specialized form of leadership. Yet,
the leaders of performing and visual arts schools have not been the subject o f research.
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Transformational and transactional leadership has been a focus of writing and
research in the field of leadership theory. The concept o f transformational and transactional
leadership was first proposed by Bums (1978) and applied to noneducational contexts by
Bass (1985). Leithwood (1992) stated, "Researchers, however, are only just beginning to
make systematic attempts to explore the meaning and utility o f such leadership in schools,
and very little empirical evidence is available about its nature and consequences in such
contexts" (p. 9). This study applied the theory o f transformational and transactional
leadership to the leaders o f performing and visual arts schools. Performing and visual arts
schools have transformed the educational system for the student populations which they
serve. Leaders in these unique educational environments would be expected to demonstrate
many of the behaviors of transformational leaders.
Although the number of performing and visual arts schools continues to grow in the
United States, a review of the literature revealed a lack of information regarding the
leadership behaviors of administrators in performing and visual arts schools. Goodman
(1987/1988) examined the leadership styles o f directors o f performing and visual arts
schools in relation to their respective arts backgrounds. Although she found no differences
based on backgrounds in the arts, there were differences in leadership behaviors based on
task and relationship. Saronson (1991) identified the need for research into the selection of
leaders for performing and visual arts schools and any special characteristics that those
leaders should possess.
The results o f the study could be informative to individual and school members of
the International Network o f Performing & Visual Arts Schools as they work to imorove
their schools and plan and develop future performing and visual arts schools. The study
could assist school superintendents and school boards in the selection o f administrators for
performing and visual arts schools. In addition, the results o f the study could assist in the
performance assessment of leaders of performing and visual arts schools by providing a
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frame for the assessment of leadership behaviors. The results o f this study could assist
leaders in performing and visual arts schools in assessing their own leadership behaviors as
they may be perceived by teachers within their schools. Results o f this research will be
available to member schools o f the International Network o f Performing & Visual Arts
Schools and will be disseminated through the NETWORK newsletter.
This research will also provide information regarding the theory of transformational
and transactional leadership in schools o f choice, specifically performing and visual arts
schools. Although school choice continues to be a growing educational trend, there is little
information about the administrators of such schools. The results o f this research will add
to the knowledge base regarding leadership in performing and visual arts schools.
Purpose of the Study and Research Questions
The purpose of this study was to determine the extent to which leaders in
performing and visual arts schools demonstrate transformational and transactional
leadership behaviors. The study examined self-perceptions and teacher perceptions of
transformational and transactional leadership behaviors o f administrators in performing and
visual arts schools.
The specific research questions were the following:
1. What are the self-perceived leadership behaviors o f the administrators of
performing and visual arts schools?
2. What are the leadership behaviors of administrators of performing and visual
arts schools as perceived by the teachers?
3. What differences exist between teacher and administrator perceptions regarding
leadership behaviors?
4. What differences exist between teacher and administrator perceptions of
leadership behaviors when considering school type: Nonresident Schools o f the
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Arts/Magnet Schools, Resident Schools o f the Arts, Nonresident "Arts Only" Schools, and
Arts Schools-within-a-school?
5. What differences exist between teacher and administrator perceptions of
leadership behaviors when considering public or private schools?
6. What differences exist between teacher and administrator perceptions of
leadership behaviors when considering the grade levels served by the schools?
Delimitations
The following delimitations defined the scope of this study:
1. This study was limited to public and private schools which are members o f the
International Network for Performing & Visual Arts Schools and which encompass any
combination o f grades K-12, The study was limited to member schools in the United
States which offer a full school curriculum. Schools providing only summer arts programs
were excluded.
2. This study was limited to the self-reported perceptions of administrators and
perceptions of teachers regarding leadership behaviors.
3. This study was limited to one administrator and two teachers in each
participating school.
4. This study was limited to administrator leadership behaviors and did not
examine variables related to the student population, the curriculum, or the teaching faculty
in the performing and visual arts schools.
5. This study did not examine differences between performing and visual arts
schools in curricular offerings.

Assumptions
The study was based o r the following assumptions:
1. It was assumed that administrators and teachers responded honestly to the
questionnaire.
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2. It was assumed that the International Network for Performing & Visual Arts
Schools represented an appropriate sample of performing and visual arts schools.
3. It was assumed that the respondents represented an appropriate sample o f
International Network for Performing & Visual Arts Schools.
4. It was assumed that there were enough commonalties in organizational structure
and purpose among International Network for Performing & Visual Arts Schools member
schools that a common set of leadership behaviors could be identified.

Definition of Tarns
For the purposes of this study, the following terns and their definitions are
pertinent:
Alternative schools are non-traditional schools offering programs designed to meet the
needs of a specialized school.
Change agent is a leader who commits people to action within an organization (Bennis &
Nanus, 1985).
Effective schools are schools in which leaders emphasize achievement, set instructional
strategies, provide an orderly school environment, and frequently evaluate pupil progress
(Sweeney, 1992).
Instructional leadership focuses on the school leader's knowledge of curriculum,
instruction, and direct work with teachers to improve instructional effectiveness (Hallinger,
1992).
I nadership is the act of influencing the behavior of others to accomplish the goals o f an
organization.
I .eadership traits are identified behaviors of leaders which may or may not contribute to the
leader’s effectiveness.
Magnet schools have distinctive programs o f study that will attract a voluntary
cross-section o f students from all racial and socioeconomic groups.
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Multifactor Leadership Questionnaire Form 5-45 (MLO) is a survey instrument developed
by Bass and Avolio (1995) to measure transformational and transactional leadership
behaviors and effects.

International Network for Performing & Visual Arts Schools (NETWORK! is an
organization founded in 1981 to provide professional support for performing and visual
arts schools (Galbraith, 1985). The purpose o f the NETWORK is to inspire and maintain
excellence in arts education. "The NETWORK supports and serves leaders o f specialized
arts schools, fosters communication, promotes the development o f new schools of the arts,
and provides leadership and direction in arts education" (International Network of
Performing & Visual Arts Schools, 1993, p. i).
Open enrollment provides opportunities for students to choose to enroll in the public school
of their choice. This choice may be limited to schools within the district, between adjacent
school districts, or all schools of a state.
Performing and visual arts are defined as dance, vocal music, instrumental music, theatre,
and visual arts.
Performing and visual arts schools are schools that offer specialized curricula in the fine
arts including dance, music, theatre, and visual arts.
School choice includes many types of school enrollment options: open enrollment, magnet
schools, private schools, voucher plans, and alternative schools.
School leader is the person responsible for the administration and leadership in a school
building. The school leader is viewed as the person responsible for the initiation o f change
to meet the needs of students, parents and the community better.
School reform is based upon the intent to serve the needs o f the students, parents, and
community better.
School within-a-school is a definable academic program set aside for a select group of
students within a large comprehensive high school.
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Situational leadership occurs when leaders use the correct leadership style based upon the
needs o f a particular situation (Hersey & Blanchard, 1993).
Tracking occurs when students are grouped by ability for the purposes o f instruction.
Transactional leadership occurs when a leader approaches followers with the concept of
exchanging one thing for another. Followers enact their roles as agreed upon with the
leader in exchange for reward or the avoidance o f punishment (Bums, 1978).
Transformational leadership occurs when followers are moved to an increased awareness
about what is important, to a higher level on Maslow's needs hierarchy, and to a
transcendence of their own self-interests for the good of the group, organization, or society
(Bums, 1978).
Voucher plans provide parents with vouchers to cover part or all of the cost of educating
their children in a public or private school of choice (Biller, 1995).
Organization of the Study
Chapter I presented an introduction to the study including the need for the study,
the purpose o f the study, the research questions, delimitations, assumptions, and definition
o f terms. Chapter n contains a review o f relevant literature regarding transformational and
transactional leadership theory. This chapter also includes an overview o f school choice,
magnet schools, and performing and visual arts schools. Chapter IB presents the
methodology o f the study. It includes a description o f subjects, a description o f the survey
instrument, and an explanation of data collection and analysis procedures. Chapter IV
presents the results o f the survey, analysis o f the findings, and a discussion of data.
Chapter V includes a summary and discussion o f the findings, recommendations for
implementation o f findings, and recommendations for further research.

CHAPTER II
REVIEW OF THE LITERATURE
This chapter explores the theory of transformational and transactional leadership
from the initial theory of Bums (1978) to contemporary applications o f the theory. It
concludes with an overview o f the school choice movement, magnet schools, and
performing and visual arts schorls.
A great deal of study has been devoted to those qualities that make an effective
leader, but there seems to be no agreement as to what makes a leader effective (Bums,
1978). Bennis and Nanus (1985) described two o f the early theories of leadership: the
"Great Man" theory that leaders are bom, not made, and the "Big Bang" theory that leaders
emerge from the situation and from their followers. Fiedler and Chemers (1974) reported
that effective leadership is the result o f matching the attributes o f the leader with the
demands and constraints of the leadership situation. Hersey and Blanchard (1993)
described leadership as situational, reporting that effective leaders use the correct leadership
style for the situation. However, Bums (1978) stated, "Any theory which overemphasizes
either leader attributes or situational features at the expense of the other cannot adequately
explain the full range of leadership phenomena" (p. 11). He then went on to describe his
theories of leadership as transformational or transactional.
Transformational and Transactional Leadershio Theory
"One of the most universal cravings o f our time is a hunger for compelling and
creative leadership" (Bums, 1978, p. 1). Bums united the literature on leadership and the
literature on followership into a concept of the role of leader and follower. According to
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Bums, the processes of leadership must be seen as part of the dynamics of conflict and
power linked to a collective purpose.
Bums (1978) identified two types o f leadership-the transactional and the
transforming-and is generally credited with initiating the concept o f transformational
leadership. He stated, "The relations o f most leaders and followers are transactional,
leaders approach followers with an eye for exchanging one thing for another jobs for
votes or subsidies for campaign contributions" (p. 4). H e noted that transforming
leadership, while more complex, is more potent:
The transforming leader recognizes and exploits an existing need or demand o f a
potential follower. But beyond that, the transforming leader looks for potential
motives in followers, seeks to satisfy higher needs, and engages the full person o f
the follower. The result of transforming leadership is a relationship o f mutual
stimulation and elevation that converts followers into leaders and may convert
leaders into moral agents. (Bums, 1978, p. 4)
Bums identified moral leadership as leadership that always returns to the wants, needs,
aspirations, and values of the followers. These are the types o f leaders who can produce
social change which will satisfy the needs o f the followers.
In establishing his theory of leadership, Bums (1978) examined the role o f power.
He noted that many theories of leadership overemphasize power and recognized that not all
human influences are coercive and exploitative. "The most powerful influences consist of
deeply human relationships in which two or more persons engage with one another"
(p. 11). This recognition o f the power of relationships leads to a more sophisticated
understanding o f power and the more consequential exercise o f mutual persuasion,
exchange, elevation, and transformation. He stated that "we must see power and
leadership as not things but as relationships" (p. 11).
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A leader is a particular kind o f power holder. Bums (1978) stated, "Leadership
over human beings is exercised when persons with certain motives and purposes mobilize,
in competition or conflict with others, institutional, political, psychological, and other
resources so as to arouse, engage, and satisfy the motives o f followers" (p. 18).
Leadership exists to attain goals mutually held by both leaders and followers. Bums
defined leadership as "leaders inducing followers to act for certain goals that represent the
values and the motivations-the wants and needs, the aspirations and expectations—o f both
leaders and followers" (p. 19). Therefore, leadership is inseparable from followers' needs
and goals.
The essence of the leader-follower relationship is the interaction of persons with
different levels of motivation and power in pursuit o f a common purpose (Bums, 1978).
Transactional leadership is an exchange with each party aware of the power resources and
attitudes of the other. The purposes of the parties are related, but the relationship does not
go beyond aii exchange because they have no greater purpose which binds them. In
contrast, transforming leadership engages both leaders and followers so that they raise one
another to higher levels of motivation and morality. Their purposes, which may have
started out as separate but related, become fused. Transforming leadership ultimately
becomes moral leadership in that it raises the level o f human conduct and ethical aspiration
o f both the leader and the follower, having a transforming effect on both. 'Power and
leadership are measured by the degree of production o f intended effects" (p. 22).
Bums (1978) reported that the fundamental process o f leadership is to make
conscious what lies unconscious among followers. This task o f leadership involves
bringing to the consciousness of the followers a sense of their own needs, values, and
purposes. Bums draws upon Maslow’s theory o f human motivation in establishing his
theory of transformational and transactional leadership.
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In his theory of human motivation, Maslow (1970) identified human needs as
physiological, safety, belongingness and love, esteem, and self-actualization. He indicated
that these needs are in a hierarchy. As one need becomes satisfied, a higher level need may
emerge; however, it is not necessary for a need to be fully satisfied for the next level of
need to emerge. Bums (1978) recognized the need for a leader to be knowledgeable about
the needs of the followers and raise them to higher levels of motivation. "Wanting
anything implies already existing satisfactions o f other wants" (Maslow, 1970, p. 24).
Maslow (1970) further stated "that the human being is never satisfied except in a relative or
one-step-along-the-path fashion, and second, that wants seem to arrange themselves in
some sort of hierarchy of prepotency" (p. 25). He recognized the influence o f the situation
or environment and that any theory of motivation must take these factors into consideration.
Maslow (1970) also indicated that on the whole people desire that which they may
conceivably attain, and this understanding of the possibility of attainment is crucial for
understanding the variations among classes within the population. It is in the
transformation of human wants into needs that leadership first occurs. The leader chooses
to encourage certain wants and discourage others. This leads to a clearer focus on the
wants as they give way to needs. Unfulfilled needs become the most powerful motivators
(Bums, 1978). Maslow (1959) stated that "all these basic needs may be considered to be
simply steps along the time path to general self-actualization, under which all basic needs
can be subsumed" (p. 123). Maslow (1968) defined characteristics o f a self-actualized
individual;
1. Clearer, more efficient perception of reality.
2. More openness to experience.
3. Increased integration, wholeness, and unity of the person.
4. Increased spontaneity, expressiveness; full functioning; aliveness.
5. A real self; a firm identity; autonomy, uniqueness.
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6. Increased objectivity, detachment, transcendence o f self.
7. Recovery of creativeness.
8. Ability to fuse concreteness and abstractness.
9. Democratic character structure.
10. Ability to love, etc. (p. 157)
"These findings can be generalized to most o f the human species because it looks to me as
if most people tend toward self-actualization, and as if, in principle at least, most people are
capable o f self-actualization" (Maslow, 1968, p. 158).
In examining Maslow’s theory, Heylighen (1992) reported that human behavior is
motivated by a set o f basic needs:
Which needs are most active in driving behavior depends on two principles: 1) a
need which is satisfied is no longer active: the higher the satisfaction, the less the
activity; 2) needs can be ordered in a hierarchy, such that from all the non-satisfied
needs, the one which is lowest in the hierarchy will be the most active. (Heylighen,
1992, pp. 40-41)
Bums (1978) recognized the need of the leader to understand the motivation level o f the
follower and the importance of targeting leadership behaviors based upon the needs of the
followers. Those individuals at the level o f safety and security tend to conform to group
expectations. At higher levels, the needs of followers are different An understanding of
the hierarchical needs of Maslow's theory o f human motivation is necessary for the leader
to understand the motivation o f the followers.
In addition to the human motivation theory o f Maslow, Bums' theory of
transformational leadership draws on the moral development theory o f Lawrence Kohlberg.
Bums (1978) defined moral leadership as that which "operates at need and value levels
higher than those o f the potential follower" (p. 42). He also reported that moral leadership
is the kind of leadership which can exploit conflict and tension within a person's value
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structure. The leader may help the follower see contradictions in values or inconsistencies
between values and behaviors. These dissatisfactions become the source o f changes which
the leader can influence. "The leader's fundamental act is to induce people to be aware or
conscious of what they feel-to feel their true needs so strongly, to define their values so
meaningfully, that they can be moved to purposeful action" (p. 44).
Kohlberg’s studies enhanced research on moral development by Duska and Whelan
(1975) who identified four qualities of moral stage development The first o f these is that
stage development is invariant, that one must progress through the stages in order.
Secondly, subjects cannot comprehend moral reasoning at a stage more than one stage
beyond their own (Duska & Whelan, 1975; Kohlberg, 1981). The third quality is that
subjects art cognitively attracted ic»reasoning one stage at* , «c their own predominant level.
Kohlberg (1981) reported that this is because reasoning at higher stages is cognitively more
adequate than reasoning at lower stages. Because this level of reasoning makes more sense
and resolves more difficulties, it is more attractive. Finally, movement through the stages
is effected when cognitive disequilibrium is created (Duska & Whelan, 1975). When a
person's cognitive outlook is not adequate to cope with a given moral dilemma, the
individual will look for more adequate ways of resolving the dilemma. An understanding
o f these four qualities of moral development is important in assisting leaders in engaging
followers by raising them to a higher level of awareness in defining their values and
aspirations (Bums, 1978).
Kohlberg (1981) identified six stages of moral development which move from
concrete to abstract. The six stages identified by Kohlberg are (a) punishment and
obedience, (b) instrumental exchange, (c) interpersonal conformity, (d) social system and
conscience maintenance, (e) prior rights and social contract, and (f) universal ethical
principals.
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These six stages of moral development are divided into three levels, the first of
which is the pre-conventional level At this level, stage one, the punishment and obedience
stage, "the physical consequences o f action determine its goodness or badness regardless
o f the human meaning or value of these consequences" (p. 17). In stage two, the
instrumental exchange stage, "right action consists of that which instrumentally satisfies
one’s own needs and occasionally the needs o f others" (p. 17).
Kohlberg's (1981) second level, the conventional level, consists o f stage three, the
interpersonal conformity stage, and stage four, the social system and conscience
maintenance stage. Stage three is defined as a "conformity to stereotypical images of what
is majority or natural behavior.. . . One earns approval by being nice" (p. 18). Stage four
is defined as the law and order orientation which is an "orientation toward authority, fixed
rules, and the maintenance of social order" (p. 18).
Kohlberg (1981) defined level three as post-conventional or principled, consisting
o f stage five, the social contract orientation, and stage six, the universal ethical principle
orientation. Stage five, the social contract orientation, is a stage in which "right action
tends to be defined in terms o f general individual rights and in terms of standards which
have been critically examined and agreed upon by the whole society" (p. 18). Kohlberg
identified stage six as the universal ethical principle orientation:
Right is defined by the decision o f conscience in accord with self-chosen ethical
principles appealing to logical comprehensiveness, universality, and
consistency___ At heart, these are universal principles o f justice, o f the reciprocity
and equality of human rights, and o f respect for the dignity o f human beings as
individual persons. (Kohlberg, 1981, p. 19)
Kohlberg (1981) indicated that about 67% of most people's thinking is at a single
stage, regardless of the moral dilemma involved. He noted that stages come one at a time
and always in the same order. Movement is in a forward sequence and does not skip steps.
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Kohlberg (1981) stated that each step of development is "a better cognitive organization
than the one before it, one that takes account o f everything present in the previous stage but
making new distinctions and organizes them into a more comprehensive or more
equilibrated structure" (p. 26). Research by Kohlberg (1973) indicated that the sequence of
the stages of moral development is not significantly affected by social, cultural, or religious
background. The only effect of social, cultural, and religious background is the rate at
which individuals progress through the sequence.
Maslow's theory o f human motivation and Kohlberg's moral development theory
are linked in Bums' theory of transformational leadership. The transformational leader
draws on the needs of motivation of the followers and raises them to a higher level of
awareness in defining their personal values (Bums, 1978). This type o f leadership leads to
meaningful action within an organization. Leadership is considered moral to the degree that
leaders engage with followers on the basis o f shared motives, values, and goals, the true
needs of the follower. "Ultimately, the moral legitimacy of transformational leadership,
and to a lesser degree transactional leadership, is grounded in conscious choice among real
alternatives" (p. 36). Building on the theory of transformational and transactional
leadership established by Bums, many researchers have established sets of behaviors
common to transformational leaders.
Transactional Leadership Behaviors
The transactional theory of leadership is dependent on an exchange between the
leader and the followers. This transaction can be tangible or intangible but is often
short-lived because both leader and follower must move on to new types and levels of
exchanges (Bums, 1978). Bass and Avolio (1994) defined transactional leadership as
follows:
Leadership which emphasizes the transaction or exchange that takes place among
leaders, colleagues, and followers. This exchange is based on the leader discussing
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with others what is required and specifying the conditions and rewards those others
will receive if they fulfill those requirements, (p. 3)
Bennis and Nanus (1985) reported that transactional leaders operate on the physical
resources of the organization, on its capital, human skills, raw materials, and technology.
The essence of the leader’s power in transactional leadership is the extent to which the
leader can satisfy the specific and constantly changing needs of the followers. Bums stated
that "the more group leaders satisfy members' needs, the more political capital they
accumulate to spend in the marketplace" (p. 294).
Sergiovanni (1990) identified a leadership strategy which he called leadership by
bartering. In transactional leadership, there is an assumption that the leader and followers
do not share a common purpose and therefore must make an exchange or a bargain. This
exchange is what Sergiovanni defines as leadership by bartering.
Bums (1978) described transactional leadership in the context o f political party
leadership. He stated that the power of the party stems from the ability o f the party
leadership to "identify and activate the wants, needs, and expectations of existing and
potential party followers and to m eet-or to promise to meet-resulting demands by
mobilizing economic, social, and psychological resources" (p. 311). Legislative bodies are
good examples of transactional leadership in action.
According to Bass and Avolio (1994), transactional leadership occurs when the
leader rewards or disciplines the follower depending on the adequacy o f the follower’s
performance. Transactional leadership depends on the behaviors of contingent reward,
active management-by-exception, and passive management-by-exception. Bass and Avolio
(1994) defined these leadership behaviors as follows:
Contingent reward. With this method, the leader assigns or gets agreement on what
needs to be done and promises rewards or actually rewards others in exchange for
satisfactorily carrying the assignments.
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Management-by-exception (active). The leader arranges to actively monitor
deviances from standards, mistakes, and errors in the follower’s assignments and
to take corrective action as necessary.
Management-by-exception (passive). This implies waiting passively for deviances,
mistakes, and errors to occur and then taking corrective action, (p. 4)
In transactional leadership, leaders act as brokers within their group and among
groups. These transactions consist o f mutual support and mutual promises, expectations,
obligations, and rewards. The transactional leader creates only minimal change by
reacting to immediate situations and pressures, striking bargains, and maintaining
equilibrium (Bums, 1978).
Bums (1978) defined transactional leadership as a reciprocal process of mobilizing
resources to realize goals independently or mutually held by both leaders and followers.
Transactional leadership may aid individuals and/or groups in attaining separately held
goals; however, it may not be sufficient for meeting a common goal or higher purpose.
Although transactional leadership is useful in maintaining systems, it is transformational
leadership that redefines systems.
Transformational Leadership Behaviors
Bennis and Nanus (1985) refer to the transformative leader as "one who commits
people to action, who converts followers into leaders, and who may convert leaders into
agents of change" (p. 3). In a study of 90 leaders in both the public and private sector,
Bennis and Nanus identified four strategies common to leaders in the study. These
strategies arc attention through vision, meaning through communication, trust through
positioning, and the deployment o f self through positive self-regard. Attention through
vision is defined as the leader's creation of a focus or mission for the organization.
Meaning through communication is based upon the leader's ability to influence and to
create a shared interpretation of meaning within the organization. Trust through positioning
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is related to the leader's ability to establish clarity, constancy, and reliability. Deployment
of self through positive self-regard is based upon the leader's ability to recognize strengths
and compensate for weaknesses.
Kouzes and Posner (1987) identified the difference between transformational and
transactional leadership as a difference between innovation and management. "Leadership
begins where management ends, where the system o f rewards and punishments, control
and scrutiny, give way to innovation, individual character, and the courage o f convictions"
(Kouzes & Posner, 1987, p. xvii). They identified five practices which assist
transformational leaders in accomplishing their goals. ' v Tien at their best, leaders
1) challenged the process, 2) inspired a shared vision, 3) enabled others to act, 4) modeled
the way, and 5) encouraged the heart" (p. 8).
Bass and Avolio (1994) are generally credited with further defining the theory of
transformational and transactional leadership initiated by Bums. They indicated that
transformational leadership is an expansion of transactional leadership. According to Bass
(1985), the distinction between transactional and transformational leadership is the
difference between fulfilling and changing expectations. Transactional leaders accept and
maintain the culture of the organization as it exists, While transformational leaders change
I

organizational culture by introducing new beliefs and goals as well as changing the way
the organization's members define their roles. Transformational leaders shape a vision of
an improved organization which reflects the members' needs, values, and hopes without
violating existing traditions and cultures. Bass and Avolio (1994) defined four ways in
which transformational leaders achieve results: idealized influence, inspirational
motivation, intellectual stimulation, and individualized consideration.
Idealized Influence

Transformational leaders behave in ways that result in their being role models for
their followers. They are admired, respected, and trusted; followers identify with the
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leaders and aspire to emulate them (Bass & Avolio, 1994). This is consistent with the
strategy Bennis and Nanus (1985) identified as trust through positioning. They stated,
'T rust implies predictability, accountability, reliability" (p. 43). The leader must be the
epitome not only o f clarity but o f constancy, of reliability. Bennis and Nanus stated that
"the accumulation of trust is a measure of the legitimacy of leadership. It cannot be
mandated or purchased; it must be earned" (p. 153). The leader earns this credit by
considering the needs o f others over his or her own personal needs (Bass & Avolio, 1994).
The leader can be counted on to do the right thing, demonstrating high standards of ethical
and moral conduct Kouzes and Posner (1987) stated that leaders need to model behaviors.
"It is consistency between words and actions that builds a leader's credibility" (p. 187).
Successful leaders have high expectations, both of themselves and o f their followers.

Inspirational Motivation
Transformational leaders behave in ways that motivate and inspire those around
them by providing meaning and challenge to their followers' work (Bass & Avolio, 1994).
Bennis and Nanus (1985) refer to this strategy as attention through vision, the creation o f a
focus or an agenda with a result orientation. With a vision, the leader provides the
all-important bridge from the present to the future of the organization. Bennis and Nanus
pointed out the important role of vision within the organization:
When the organization has a clear sense of its purpose, direction, and desired future
state and when this image is widely shared, individuals are able to find their own
roles both in the organization and in the larger society o f which they are a p art
This empowers individuals and confers status upon them because they can see
themselves as part of a worthwhile enterprise. They gain a sense of importance, as
they are transformed from robots blindly following instructions to human beings
engaged in a creative and purposeful venture. (Bennis & Nanus, 1985, pp. 90-91)
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By focusing attention on a vision, the leader operates on the emotional and spiritual
resources of the organization, on its values, commitment, and aspirations. Leaders inspire
a shared vision. "They breathe life into what are the hopes and dreams of others and enable
them to see the exciting possibilities that the future holds" (Kouzes & Posner 1987,
pp. 9-10). Bennis and Nanus (1985) recognized the need for the leader to communicate a
clear vision:
In the end, the leader may be the one who articulates the vision and gives it
legitimacy, who expresses the vision in captivating rhetoric that fires the
imagination and emotions o f followers, who—through the vision-em powers others
to make decisions that get things done. (pp. 108-109)
The leader gets followers involved in envisioning attractive future states, creates clearly
communicated expectations that followers want to meet, and demonstrates commitment to
goals and the shared vision (Bass & Avolio, 1994).

Intellectual Stimulation
Transformational leaders stimulate their followers' efforts to be innovative and
creative by questioning assumptions, reframing problems, and approaching old situations
in new ways (Bass & Avolio, 1994). Bennis and Nanus (1985) referred to the concept of
intellectual stimulation as meaning through communication by which the leader relates a
compelling image o f a desired state of affairs which induces enthusiasm and commitment in
others. Bennis and Nanus stated that all organizations depend on the existence o f shared
meaning and interpretations of reality. "The actions and symbols o f leadership frame and
mobilize meaning. Leaders articulate and define what has previously remained implicit or
unsaid; then they invent images, metaphors, and models that provide a focus for new
attention" (p. 39).
Kouzes and Posner (1987) stated, "Leadership is inextricably connected with the
process o f innovation, of bringing new ideas, methods, or solutions into use" (p. 37).
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Bass and Avolio (1994) indicated that new ideas and creative solutions are solicited from
followers, who ate included in the process o f addressing problems and finding solutions.
Followers are encouraged to try new approaches, and their ideas are not criticized because
they differ from the leader's ideas. To be early innovators, leaders must recognize and
support good ideas and be willing to challenge the system (Kouzes & Posner, 1987). A
focus on challenging the system reflects the observation o f Bums (1978): "The ultimate
test of practical leadership is the realization o f intended, real change that meets people's
enduring needs" (p. 461).
Leaders must communicate the significance o f the organization's work so that the
individual understands his or her own important role in creating it. When leaders clearly
communicate a shared vision o f an organization, they ennoble those who work on its behalf
and elevate the human spirit Exemplary leaders enable others to act by involving the full
range o f individuals, building teams, and empowering others (Kouzes & Posner, 1987).
Liontos (1994) encouraged the use of shared decision making by reporting that change is
most likely to be effective and lasting when those who implement it have a sense of
ownership in the process.
Individualized Consideration

Transformational leaders pay special attention to each individual's needs for
achievement and growth by acting as coaches or mentors (Bass & Avolio, 1994). Leaders
foster cooperation among followers and model desired behaviors (Kouzes & Posner,
1987). The considerate leader listens effectively and delegates tasks to followers.
Delegated tasks are monitored to see if the followers need additional direction or support
and io assess progress; ideally, followers do not feel they are being checked on (Bas:: &
Avolio, 1994). Bennis and Nanus (1985) refer to individual consideration as recognition
o f strengths and compensation for weaknesses. Bennis and Nanus further stated that the
second element in positive self-regard is the "nurturing of skills with disciplinc-that is, to
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keep working on and developing one’s talents" (p. 58). Bass and Avolio (1994) reported
that individualized consideration is practiced by creating new learning opportunities in a
supportive climate and by recognizing individual differences in terms o f needs and desires.
The leader demonstrates acceptance of individual differences and encourages a two-way
exchange in communication. Kouzes and Posner (1987) reported that the leader must be
clear about vision and values but must also exhibit behavior consistent with the vision and
v tiues. Finally, leaders must encourage their followers by celebrating accomplishments
and recognizing achievement o f followers (Kouzes & Posner, 1987).
Transformational Leadership Summary
Bass and Avolio (1994) defined transformational leadership as follows:
Leaders who stimulate interest among colleague rad followers to view their work
from new perspectives, generate awareness of ihe mission or vis;on o f the team and
organization develop colleagues ana followers to aigher levels o f ability and
potential, and motivate colleagues and followers to look beyond their own interests
toward thcco mat will benefit the group, (p. 2)
Bums (1978) referred to transformational leadership as social change-a transformation to a
marked degree in the attitudes, norms, institutions, and behaviors which structure daily
lives. He defined the leadership process as "carrying through from the decision-making
stages to the point of concrete changes in people's lives, attitudes, behaviors,
institutions.. . . Real change means a continuing interaction of attitudes, behavior, and
institutions, monitored by alterations in individual and collective hierarchies of values"
(p. 414). Transformational leadership brings about real change that leaders intend; the test
of that leadership is purpose and intent drawn from the values and goals of the leader.
Transformational Leadership in School Reform
Bums (1978) reported that transformational leadership demands commitment,
persistence, courage, and selflessness. He stated that although '"transactional leadership

30
requires a shrewd eye for opportunity, a good hand at bargaining, persuading,
reciprocating" (p. 169), transforming leadership demands many more skills. Transforming
leadership is used to reform institutions.
Hallinger (1992) stated that school restructuring suggests that schools will change
to attempt to meet locally determined needs better. "The school is now viewed as the unit
responsible for the initiation of change, not just the implementation o f changes conceived
by others" (p. 40). This view has put a new focus on the role of school leader to involve
teachers and parents in problem finding and solving to transform schools. Hallinger
expressed the need of principals to use transformational leadership behaviors in this new
role of restructuring schools. He noted that transformational leadership will focus on
enhancing the indivi dual and collaborative problem-solving capabilities o f those in the
organization to accomplish school restructuring. These new roles create the need for the
development of knowledge within the school, and the principal must value and model the
concept of growth and development for the entire school community.
Bass (1985) stated that the transformational leader motivates followers to perform
above expectations. Principals exhibiting transformational leadership behaviors are more
effective than those exhibiting predominantly transactional leadership behaviors in bringing
about desired outcomes, such as faculty development, improved teaching and learning,
collaborative decision making, and responsive and innovative environments. Schools with
predominantly transformational leadership are expected to be purposeful and collaborative,
with a greater number of staff and faculty operating in an empowered and leader-like way
than those with predominantly transactional leadership (Bass, Waldman, Avolio, & Bebb,
1987). In a study of effective leadership for school reform, Silins (1992) found that school
leaders can promote change more successfully through employing methods associated with
transformational leadership. She further reported that transformational leadership
behaviors hold promise as predictors of enhanced school outcomes.
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Leith wood (1994) examined the need for transformational leadership in schools,
especially in the school restructuring movement. He stated that "leadership only manifests
itself in the context o f change, and the nature of that change is a crucial determinant of the
forms o f leadership that will prove to be helpful" (p. 499). Leithwood contended that there
is not a clear focus to initiatives such as site-based management, teacher empowerment, and
teaching for understanding, which require commitment rather than control strategies.
Transformational leadership supports these efforts through direct effects on employee
motivation and commitment, both of which provide the extra effort required for significant
change.
Whitford and Hovda (1987) developed a framework for leadership which they
called management by goals and principles. Based upon the transformational leadership
concept o f Bums, management by goals and principles includes key factors such as respect
for the individual, creativity, integrity, and commitment Leaders in these organizations
support innovation, develop clear goals, establish values and norms through modeling, and
motivate others through shared decision making.
Roueche, Baker, and Rose (1988) indicated that while transactional leaders make
only minor adjustments in the organizational mission, structure, and human resource
management, transformational leaders make fundamental changes in the political and
cultural components of the organization. They noted that implicit in the transformational
leadership approach is the leader's ability to transmit vision into reality, mission into action,
and philosophy into practice. Howell and Avolio (1993) reported that the transformational
leadership behaviors of individualized consideration, intellectual stimulation, and attributed
charisma contribute positively to the accomplishment of business-unit goals.
In a study examining collaborative school cultures, Campo (1993) found that
successful principals incorporate aspects o f transformational leadership behaviors. She
stated, "Flexibility, vision, emphasis on personal and individual growth, and facilitating
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interaction between teachers appear to be important and essential ingredients o f leadership
that contribute to collaboration, motivation and commitment" (p. 124). The findings appear
to corroborate those qualities of transformational leaders in the areas which Bass and
Avolio (1994) defined as idealized influence, inspirational motivation, and intellectual
stimulation.
To accomplish change, leaders must communicate the significance of the
organization's work so that the individual understands his or her own important role in
creating that change (Kouzes & Posner, 1987). "The leader's fundamental act is to induce
people to be aware or conscious of what they feel—to feel their true needs so strongly, to
define their values so meaningfully, that they can be moved to purposeful action" (Bums,
1978, p. 44). The transformational leader draws on the motivational needs o f followers,
raising them to a higher level of awareness in defining their personal values. This type o f
leadership leads to meaningful action within an organization. "The ultimate test of practical
leadership is the realization o f intended, real change that meets people’s enduring needs"
(Bums, 1978, p. 461).

School Choice
Public attention has focused on the need for educational reforms since the 1983
publication of A Nation at R isk by the National Commission on Excellence in Education.
Arising from this call for educational reform has been public and political support for
school choice. In 1995, at least 14 state legislatures were exploring some form of school
choice as a means of educational reform (Lewis, 1995). These 14 states were in addition to
the 34 states which had previously passed forms o f educational reform involving school
choice (Boaz, 1994).
Public school choice has become one of the principal focuses o f efforts to
restructure schools (Bastian, 1990). Bastian identified many types o f school choice plans
including magnet schools, charter schools, alternative concept schools, unzoned schools,
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open enrollment plans, and controlled choice plans. Boyd and Walberg (1990) described
development of school choice plans in which students are allowed to attend public schools
outside their neighborhood and noted that precedents for school choice were established
when voluntary desegregation plans employed specialized magnet schools to attract
students across school boundaries in place o f mandated desegregation through busing or
consolidation. Cibulka (1990) defined two types of public school choice: intradistrict and
interdistrict "Intradistrict plans create magnet or specialty schools available as an
alternative to traditional neighborhood attendance area schools" (p. 55). Sometimes these
choice plans have racial quotas and are referred to as controlled choice plans. Interdistrict
plans create access to schools outside of the district, an example o f which is the Minnesota
open enrollment plan in which students can choose from any public school within the state
(Nathan, 1990). In addition, voucher programs create a third type of plan which Cibulka
refers to as public-private because it would allow access to private schools.
School choice is based on meeting the individual needs, interests, and strengths of
both students and educators as determining factors of the type of school attended (Deering
& Kraft, 1989). Fantini (1978) indicated that alternatives in educational design offer an
opportunity for the individual learner to decide what, when, where, why, and with whom
he or she learns. On the other side of the spectrum are traditional schools which decide for
the learner what is learned, where, when, why, and with whom. Consumers choosing
their preferred educational environment is at the core of any school choice plan. Nathan
(1990) stated that there are three basic rationales for public school choice: ”1) expansion of
opportunity for parents, students, and educators; 2) recognition that there is no one best
program for all students or educators; and 3) use of controlled competition to help stimulate
improvement among schools" (p. 264).
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Waldrip (1978) noted that there are five goals most often achieved by a
I

well-developed system of alternative schools: an improvement o f instruction throughout
the school system, a creative response for interest groups seeking change that others may
oppose, better service to students o f varying interests and aptitudes, desegregation through
voluntary means, and maintenance of a middle-income constituency in the city. Sylvester
(1989) indicated that school choice can achieve important goals by giving teachers the
freedom to be creative, making schools better places for children to be, and breaking down
the barriers of segregation. Raywid (1984) identified characteristics common to schools of
choice:
1. The alternative is a distinct and identifiable administrative unit with its own
personnel and program.
2. Considerable attention is given to school climate.
3. Students and staff enter the program through voluntary choice not assignment.
4. The program is distinctly different than other area schools and is designed to
respond to needs, desires, and interests not otherwise met in local schools.
5. The impetus and design come from one o f the groups most affected by the
program: parents, students, staff.
6. The alternative school focuses on a broad range of student development, not just
the cognitive and academic, (p. 71)
Raywid also indicated that the climate in schools of choice differs from that of other
schools. She attributed part of this difference to the ability o f students to choose their
school and to leave if they are dissatisfied, and the fact that these schools often are smaller
and have fewer restrictions on students.
Summarizing research on school choice plans and their potential benefit to students,

Nathan (1990) identified key features of well-designed choice plans. These key features
include developing a clear statement of the goals and objectives that all schools are expected
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to meet, providing o f information and counseling to assist parents and students in making
choices, including student admission policies which do not discriminate based on past
achievement or behavior, avoiding "first come-first served" enrollment procedures,
encouraging most schools to develop distinctive features rather than concentrating on a few
schools, providing opportunities for building level educators to create programs, making
transportation available, requiring that the dollars follow the students, promoting more
desegregation and integration, and including provisions for continual monitoring.
Educators, parents, and community need to look carefully at school choice plans to
see if the plans will benefit students. Clinchy (1989) reported that acceptance o f the
concept of choice forces people to give up their long-held belief of a single, standardized
approach to schooling for all students and accept instead a model of diversity which
incorporates a variety of educational options. "When consumers can vote with their feet,
educators get clear signals about their performance. Choice for both teachers and students
created communities of shared values, which foster effective schooling" (Boyd & Walberg,
1990, p. x).
Critics o f choice, however, say that it exacerbates inequity. Boyd and Walberg
(1990) contend that magnet schools have a negative impact on students remaining in
neighborhood schools because they remove the bright and specialized students from the
environment. A study by Moore and Davenport (1990) of schools o f choice in four major
United States cities found that high school options have great potential for increasing
educational inequality. They noted that choice has become a new, improved sorting
machine, that there is little evidence of higher levels o f achievement, especially for at risk
students when the students' initial levels o f achievement are taken into account Sylvester
(1989) reported that choice can be dangerous by resegregating schools when choices are
limited or available only to the elite. It may also create inequities in funding, may result in
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tracking students by ability, and may create the illusion that choice has solved the problems
o f education.
The concept of school choice will remain a part o f the political and school reform
discussions o f the 1990s (Biller, 1995). School choice supporters report that a single
standardized form o f schooling cannot fully and fairly educate all children. Clinchy (1990)
stated, "What we need instead is an educational system that provides a diversity o f schools
designed to meet the needs of all students and the desires of all parents throughout the
school community" (p. 7). The development o f choice plans and multiple magnet schools
throughout a school district will provide diversity o f educational opportunity.
Magnet Schools
Magnet schools have become the primary method o f innovation and reorganization
in urban education (Blank & Archbald, 1992). Federal courts described magnet schools as
having distinctive programs of study that will attract a voluntary cross-section o f students
from all racial groups (McMillan, 1980). Since the 1975 Boston desegregation order
issued by the federal court, many cities have voluntarily established magnet programs to
address the desegregation of schools. Still others have established programs under the
threat o f court order. Magnet schools are an effort by educational agencies to promote
desegregation of American schools and to provide quality education for all students (United
States Department of Education, 1994).
Magnet schools are designed to attract voluntary enrollment by offering special
programs or curricula not available in the neighborhood school (Levine & Qmstein, 1993).
Although they were not known as magnet schools until the voluntary desegregation efforts
o f the 1970s, schools with special curricula for the academically elite existed prior to the
1970s. Magnet schools generally provide students of all ability levels the opportunity to
participate in the alternative programs magnet schools provide. Metz (1990) stated,
"Magnet schools stand somewhere between bureaucratically controlled, standardized public
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schooling and models for voucher plans that allow parents to choose any school they like at
public expense, including private schools" (p. 123). According to a United States
Department of Education study (1994), magnet school programs represent the intersection
o f three different themes in educational reform: school desegregation, program
improvement, and school choice. It is this combination o f themes that makes magnet
schools unique from other educational reform efforts.
Doyle (1990) reported that while magnet schools began as a choice to encourage
voluntary desegregation, magnet schools are becoming a popular choice in their own right.
Magnet schools are public schools within traditional school districts, but they differ from
traditional schools in three ways. First, they were generally established for the sake o f
racial desegregation and have enrollment quotas based upon race. Second, students are
recruited to attend rather than assigned by place of residence so the schools have a wide
array of students. Finally, to attract students, each school offers a distinctive and often
innovative educational program. Metz (1990) stated, "Desegregation, parental choice, and
innovation thus constitute the distinctive characteristics of magnet schools" (p. 124).
The freedom to innovate is one of the key advantages of magnet schools. Metz
(1990) stated that "magnet schools are not only allowed, but expected, to offer different
content or to teach in a different way from traditional schools" (p. 126). Doyle and Levine
(1984) reported that magnet schools have high levels of motivation among teachers and
students, high levels of student achievement, few behavioral problems, great job
satisfaction among teachers, reasonable costs, and successful racial integration.
One o f the strongest attributes o f a magnet school should be clarity and shared
understanding of the school's mission. Because their students have chosen to attend the
magnet school, it is reasonable to assume that they share the values and understand the
mission of the school (Lezotte & Taylor, 1989). Magnet schools are effective, in large
part, for two reasons: choice and commitment. According to Doyle and Levine, "The real
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power of magnet schools is their capacity to create a community o f scholarship and shared
interests, springing as much from the students' high level o f motivation as from their high
intelligence" (p. 268).
In a study o f magnet schools, Blank (1984) found that magnet schools provide high
quality education in urban districts. The contributing factors included (a) an innovative
principal who provides motivation for developing curriculum; (b) a theme, curriculum,
teaching methods, and staff capabilities which are highly cohesive and result in strong
program identity; and (c) a degree of flexibility in regard to district procedures and rules.
The leader must promote and maintain the vision o f the magnet school theme with
students, parents, and the community. Regarding leadership in magnet schools, Blank
(1984) discovered the following:
In educationally effective magnet schools, the principal played the key role in
developing the program and in organizing school resources. He or she was usually
highly skilled in developing curricular innovations, identifying potential resources,
and generating community support. The principal also provided leadership in the
recruitment of teachers who were committed to the magnet school concept and
»

theme, (p. 272)
A magnet school is defined as a public school with any combination o f grades K-12
that offers a whole-school or program-within-school program and that has a specialized
curricular theme or method o f instruction intended to attract students district-wide, to
encourage at least some students to enter voluntarily, and to meet racial or ethnic enrollment
goals of some type (United States Department of Education, 1994). A United States
Department of Education (1994) study found that the number o f magnet schools more than
doubled from the early 1980s to the early 1990s. The study found that in 1991-92, there
were 2,433 magnet schools nationwide offering 3,171 magnet programs. Approximately
1.2 million students were participating in magnet programs, which is three times as many
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as in 1983. Magnet schools are primarily a part o f large urban school systems, especially
in those areas with high minority populations. Over half o f the magnet programs were at
the elementary level, 35% were at the secondary level, and 11% were serving a combined
elementary-secondary population. The elementary magnet programs in the study focused
primarily on instructional approaches while magnet programs at the secondary level more
often had a career or vocational orientation. One of the popular magnet school themes
throughout the United States has been the performing and visual arts.

Performing and Visual Arts Schools
Performing and visual arts is one o f the curricular themes around which schools of
choice and magnet schools are organized. Although performing and visual arts schools
existed prior to the magnet school movement o f the 1970s, the numbers have grown during
the 1980s and 1990s. Daniel (1985) indicated that in 1976 there were fewer than 15 high
schools for the arts in the United States; by 1983, there were more than 80 such schools.
A study by the United States Department of Education (1994) found that 11% o f the
magnet programs nationwide were arts programs with over 250 schools for the arts in the
United States.
Galbraith (1985) categorized schools for the arts into five groups:
1. Resident Schools of the Arts are full-time public or private boarding schools
which also enroll day students from the surrounding area. These schools offer
complete arts and academic programs.
2. Nonresident Schools of the Arts are generally located in metropolitan areas and
are referred to as magnet schools.
3. Nonresident "Arts Only" Schools typically offer a half-day program in the arts
only for students who maintain their academic course work in their own school
setting.
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4. Arts Schools-within-a-school consist of a definable subgroup within a large
comprehensive high school.
5. Resident Summer Schools of the Arts are summer programs that are generally
arts only. (pp. 6-7)
These schools generally operate at all grade levels and in one or several arts areas. In all
cases, the schools exist to offer advanced programs for arts students.
Galbraith (1985) reported similarities in the profiles o f arts schools in that most
were established after 1970 and are nonresident arts and academic schools created as a
result of the magnet school approach. The curriculum o f these schools almost always
includes music, visual arts, dance, and theatre. The schools are staffed by certified
teachers with many part-time professional artist-teachers augmenting the academic teachers.
According to McCarty (1993), the curriculum of an arts magnet school enables
students to build self-confidence and an appreciation of the arts and literature. In addition,
the curriculum assists in the development of social skills, critical judgment, and an
appreciation of the need for deadlines, team effort, and personal responsibility among the
students. Studies have shown that students involved in the arts show higher academic
achievement as well as a sense o f pride, identity, and community spirit (McCarty, 1993).
Natale (1992) stated, "Students of the arts gain discipline, confidence, and the ability to
think creatively-skills that can help improve student performance in academics and the
workplace" (p. 46). Chen and Granger (1988) stated, "Commitment to arts education has
resulted in higher student interest in other academic subjects, greater self-confidence and
group interaction, and freer artistic expression by students and teachers" (p. 10).
Performing and visual arts schools are not without their critics., George (1985)
raised tire concern of elitism in specialized arts schools. He indicated that when the best
arts students leave the regular schools to attend a specialized arts school, they leave behind
a diminished arts program for the general student population. There is also a criticism of
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the additional expense of arts schools and how that can diminish the arts experience for the
general student population while funding special programs for those talented arts students
(George, 1985).
Curtis (1987), however, found four major advantages for performing arts high
schools: The atmosphere of talented students and teachers is motivating and challenging,
the arts have a curricular rather than cocurricular focus, more time and attention can be
given to individual interests and strengths o f the student, and the atmosphere leads to
higher expectations and achievement.
Common characteristics o f schools commended for excellence in the arts education
programs include the following (International Network for Performing & Visual Arts
Schools, 1993):
1. A school vision which holds that a strong arts curriculum is basic to a
well-balanced educational program.
2. Leadership of the school is committed to the value of high quality arts
education.
3. Schools are student-centered, guaranteeing access, equity, and success for
students.
4. A balanced curriculum which includes music, dance, drama/theatre, creative
writing, and visual, media, and technical arts.
5. A skill-based, sequential, multi-cultural, interdisciplinary, and rigorous
curriculum.
6. Instructional staff including artist/teachers, arts specialists, and highly trained
classroom teachers.
7. A recognition of the need for time, space, and financial support for the arts.
8. A positive school climate.
9. Strong community ties to parents, businesses, and other arts organizations.
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10.

A variety o f assessment and evaluation procedures including traditional and

alternative assessments.
Performing and visual arts schools have transformed the delivery o f education in
many urban areas. Students elect to attend these specialized schools and, in most cases,
faculty members voluntarily seek assignment to these schools. The unique organizational
characteristics o f performing and visual arts school indicate the need for a specialized form
of leadership. Seidel (1994) reported that the principal's leadership role is important in
developing a vision and mission for the school. The principal or magnet coordinator must
translate the program concept and design into an integrated curriculum delivered through a
committed staff (Blank, 1985).

Summary
The concept o f transformational and transactional leadership was first proposed by
Bums (1978) and linked Maslow's theory o f human motivation and Kohlberg's moral
development theory into a theory of transformative leadership. Transformational leadership
is linked to the school reform process through the concept of the leader as a change agent
School choice is an educational reform strategy which integrates creativity and innovation
with magnet schools as an integral part of the public school choice movement. The magnet
school movement of the 1970s transformed the delivery of education in many urban areas,
and performing and visual arts magnet schools were a part o f that transformation. Because
of the unique organizational characteristics o f performing and visual arts schools, it also
would be reasonable to expect that such schools would require a specialized form of
leadership. This study focused on the transformational and transactional leadership
behaviors o f leaders of performing and visual arts schools.
Chapter ID presents the methodology of the study. It includes descriptions of the
research population, the survey instrument, data collection procedures, and data analysis
procedures.

CHAPTER ffl
METHODOLOGY
The purpose o f this study was to determine the extent to wlrich leaders in
performing and visual arts schools demonstrate transformational and transactional
leadership behaviors. The study examined self-perceptions and teacher perceptions of
transformational and transactional leadership behaviors of administrators in performing and
visual arts schools. To accomplish this purpose, the researcher conducted a quantitative
study using a survey instrument designed to measure transformational and transactional
leadership behaviors.
The specific research questions were the following:
1. What are the self-perceived leadership behaviors of the administrators of
performing and visual arts schools?
2. What are the leadership behaviors of administrators o f performing and visual
arts schools as perceived by the teachers?
3. What differences exist between teacher and administrator perceptions regarding
leadership behaviors?
4. What differences exist between teacher and administrator perceptions o f
leadership behaviors when considering school type: Nonresident Schools o f the
Arts/Magnet Schools, Resident Schools o f the Arts, Nonresident "Arts Only" Schools, and
Arts Schools-within-a-school?
5. What differences exist between teacher and administrator perceptions of
leadership behaviors when considering public or private schools?
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6.

What differences exist between teacher and administrator perceptions of

leadership behaviors when considering the grade levels served by the schools?
This chapter will present the methods and procedures employed in the study. These
methods and procedures will be discussed under the following subheadings: research
sample, research instrument, collection o f data, and data analysis procedures.
Research Sample
The International Network of Visual & Performing Arts Schools was established in
1981 with the purpose of inspiring and maintaining excellence in arts education. "The
NETWORK supports and serves the leaders o f specialized arts schools, fosters
communication, promotes the development of new schools of the arts, and provides
leadership and direction in arts education" (International Network o f Performing & Visual
Arts Schools, 1993, p. i). The NETWORK has both individual and institutional
memberships which include many models o f performing arts schools. Galbraith (1985)
identified the most common models of performing arts schools:
1. Resident Schools of the Arts are full-time public or private boarding schools
which also enroll day students from the surrounding area. These schools offer
complete arts and academic programs.
2. Nonresident Schools of the Arts are generally located in metropolitan areas and
are referred to as magnet schools.
3. Nonresident "Arts Only" Schools typically offer a half-day program in the arts
only for students who maintain their academic course work in their own school
setting.
4. Arts Schools-within-a-school consist o f a definable subgroup within a large
comprehensive high school.
5. Resident Summer Schools o f the Arts are summer programs that are generally
arts only. (pp. 6-7)
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The International Network of Visual & Performing Arts Schools represents 249
members from six countries (International Network o f Performing & Visual Arts Schools,
1993). O f these 249 members, 112 are institutional members o f the NETWORK. The
NETWORK is representative of all types o f performing arts schools; however, magnet
schools make up the vast majority o f the member schools. The majority of the member
schools are secondary schools offering both arts and academics in full-day programs.
Dance and theatre are the two most commonly offered arts disciplines in the schools,
followed by instrumental music, visual arts, vocal music, and literary media arts. Arts
schools typically hire both certified teachers and artist-teachers who do not hold teacher
certification but are practicing artists. The NETWORK provides support to administrators
and teachers in performing and visual arts schools.
The schools selected to participate in the study included all public and private
NETWORK member schools in the United States which encompassed any combination of
grades K-12 and offered a full school year program. The NETWORK includes 112
member schools, 93 of which fit the established criteria to be included in this study.
Summer only arts programs and schools outside of the United States were not included in
this study. The list of the NETWORK member schools was supplied by Dr. Rod Daniel,
Executive Director, International Network o f Visual & Performing Arts Schools.
Permission was granted by Dr. Daniel to use the NETWORK membership list in the study.
(See Appendix A.)
The principal or head administrator and two teachers from member schools of the
International Network of Visual & Performing Arts Schools were asked to participate in
this study. A total o f 93 schools received the survey instrument, representing 93
administrators and 186 teachers. O f the 93 schools invited to participate in the study, two
were unable to participate, leaving a total of 91 schools for the study.
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Research Instrument
A review of studies in which leadership behaviors were examined yielded several
instruments designed for the purpose o f assessing leadership behaviors. The Multifactor
Leadership Questionnaire (MLQ) developed by Bass (1985) was identified as an instrument
which would measure the leadership behaviors associated with transformational and
transactional leadership and would provide appropriate information to answer the research
questions. The instrument allowed for self-reporting o f leadership behaviors by
administrators as well as teacher reporting o f their administrator’s leadership behaviors.
The initial version o f the MLQ included 10 questions for each of the
transformational and transactional leadership behaviors. The MLQ Form 5R was revised
by Bass and Avolio (1990) and was published in that format. The researcher examined the
published version o f the MLQ and telephoned Dr. Bruce Avolio regarding the use o f the
survey instrument He indicated that the instrument had been revised in 1995 and that the
most current version o f the MLQ would be available for this study. Written permission
was secured from Bass and Avolio for the use of the MLQ Form 5-45. (See Appendix B.)
The MLQ Form 5-45 (Bass & Avolio, 1995) will eventually replace the published
MLQ Form 5R. This MLQ Form 5-45 version of the questionnaire included 45 items
which relate to the eight behaviors of transformational and transactional leadership and four
effects of leadership. The transformational leadership behaviors to be measured were
attributed charisma, idealized influence, inspirational motivation, individual consideration,
and intellectual stimulation. The transactional leadership behaviors to be measured were
contingent reward, management-by-exception active, and management-by-exception
passive. The leadership effects were described as laissez-faire, extra effort, effectiveness,
and satisfaction.
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The scale used for item response was A-frequently if not always, B-fairly often,
C-somedmes, D-once in a while, and E-not at all. A score was assigned to each response
as follows: A-four, B-three, C-two, D-one, and E-zero. Each o f the eight leadership
behaviors included four survey items. A high score of 16 was possible for each o f the
leadership behaviors. The four leadership effects were laissez-faire with a possible high
score o f 16, extra effort with a possible high score o f 12, effectiveness with a possible high
score o f 16, and satisfaction with a possible high score o f 8. The form was designed to be
used for self-evaluation as well as evaluation by others. The final item of the survey was
designed to indicate the relationship of the person in the organization doing the rating to the
person being rated.
Additional questions were included with the MLQ Form 5-45 to obtain
demographic information, including job position o f the person completing the survey,
grade levels served in the school, and type of school organization. This information was
requested for the purpose of grouping the responses o f subjects for data analysis to answer
the research questions.
Bass and Avolio (1989) completed a study o f transformational and transactional
leadership by asking respondents to describe their immediate superior. They used the MLQ
which contained 10 item descriptions of transformational and transactional leadership using
a graphic rating form at Bass and Avolio (1989) used a comparison o f graphic ratings and
forced rankings to establish internal consistency estimates of reliability. The researchers
demonstrated that although transactional leaders do not manifest transformational
behaviors, transformational leaders do display both transformational and transactional
leadership behaviors.
The version o f the MLQ used in this study had been used in nearly 200 research
studies, doctoral dissertations, and masters theses (Avolio, Bass, & Jung, 1995). The
items selected for the MLQ 5-45 from the earlier versions were those items which exhibited
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the best convergent and discriminate validities. Reliabilities for the total items and for each
leadership factor scale ranged from .74 to .94, exceeding standard cut-offs for internal
consistency recommended in the literature (Avolio et al., 1995). Two confirmatory factor
analyses were used in selecting the 45 items to be included in the MLQ 5-45, four for each
leadership factor.
Collection of Data
The University of Neath Dakota requires that any research which involves the use
o f humans as subjects be approved by the Institutional Review Board. Approval for this
study was granted by the Institutional Review Board on September 20,1995.
The first mailing was sent to all administrators in identified NETWORK member
schools on October 4,1995. A cover letter accompanied the survey to explain the survey
to the administrator. (See Appendix C.) The administrator was asked to give the teacher
surveys and teacher cover letters (see Appendix D) to the fifth and tenth teachers on the
school's alphabetical staff lis t Cover letters, survey instruments, and pre-addressed,
stamped return envelopes were provided for participating teachers and administrators. The
survey return envelopes were coded so that a follow-up mailing could be sent to school
administrators and teachers who did not respond to the first mailing. Surveys were to be
returned to the researcher by October 31,1995. The first mailing yielded responses from
32 schools for a return rate o f 35%. Two schools were unable to participate in the study.
A follow-up mailing o f another complete set of materials was made on February 2,
1996, to the 59 school administrators who had not returned the first survey. This mailing
resulted in a return o f survey instruments from an additional 21 schools for a total o f 53
schools and a return rate of 58%. Because the target goal of a 70% return had not yet been
met, phone contacts were made by the researcher during the month o f April 1996 to the
administrators of 10 schools who had not yet returned the survey. A third follow-up
mailing including survey materials was then sent, and these 10 schools returned the
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completed survey instruments. This third mailing resulted in a total o f 63 schools returning
surveys for a 69% return rate.

Data Analysis Procedures
Statistical data are reported in tabular and narrative form related to each o f the six
research questions. The t test was selected for data analysis because the study compared
several sets o f two groups for significant differences to determine if administrator’s
self-reported leadership behaviors were significantly different from teacher repeated
leadership behaviors of their administrators. The responses o f administrators and teachers
on the MLQ Form 5-45 were examined as part o f the data analysis. Responses for each of
the eight leadership behaviors of transformational and transactional leadership and the four
leadership effects were analyzed. Data are reported individually for the administrators'
self-perceived leadership behaviors and the administrator behaviors as perceived by
teachers.
Research questions one and two regarding the self-perceived and teacher perceived
leadership behaviors of administrators o f performing and visual arts schools are answered
by reporting each o f the eight behaviors o f transformational and transactional leadership
and the four leadership effects. The mean and standard deviation are reported for each o f
the eight leadership behaviors and four leadership effects. Research questions three, four,
five, and six were answered by using a t test to compare the teacher and administrator
perceptions regarding leadership behaviors and leadership effects. The mean, standard
deviation, t values, and probability are reported for the comparison between teacher
perceptions and administrator perceptions. The .05 level was used to determine statistical
significance. For research question four, the categories of Resident Schools o f the Arts,
Nonresident "Arts Only" Schools, and Arts Schools-within-a-school were combined due to
the small number o f responses in those categories o f schools.

50
In this chapter, the methodology used for this study was presented including the
research sample, research instrument, collection o f data, and data analysis procedures. The
data collected in this study will be presented in Chapter IV.

CHAPTER IV
PRESENTATION OF THE DATA
The purpose o f this study was to determine the extent to which leaden in
performing and visual arts schools demonstrate transformational and transactional
leadership behaviors. The study examined self-perceptions and teacher perceptions of
transformational and transactional leadership behaviors o f administrators in performing and
visual arts schools.
The specific research questions were the following:
1. What are the self-perceived leadership behaviors of the administrators of
performing and visual arts schools?
2. What are the leadership behaviors o f administrators o f performing and visual
arts schools as perceived by the teachers?
3. What differences exist between teacher and administrator perceptions regarding
leadership behaviors?
4. What differences exist between teacher and administrator perceptions of
leadership behaviors when considering school type: Nonresident Schools o f the
Arts/Magnet Schools, Resident Schools o f the Arts, Nonresident "Arts Only" Schools, and
Arts Schools-within-a-school?
5. What differences exist between teacher and Jministrator perceptions o f
leadership behaviors when considering public or private schools?
6. What differences exist between teacher and administrator perceptions of
leadership behaviois when considering the grade levels served by the schools?
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The data were collected from a survey administered to administrators and teachers
in performing and visual arts schools. A total o f 63 administrator survey instruments and
87 teacher survey instruments were returned for a 69% return rate o f schools invited to
participate in the study. This chapter will present the analysis o f the data in tabular and
narrative form.
Analysis of the Data
The survey instrument used for this study was the Multifactor Leadership
Questionnaire (MLQ) developed by Bass and Avolio (1995) to measure transformational
and transactional leadership behaviors and effects. Tables were generated with means and
standard deviations for each o f the leadership behaviors. This analysis was completed for
administrator responses and teacher responses for research questions one and two. For
research question three, a t test was used to find significant differences between teacher
perceptions and administrator perceptions o f leadership behaviors for the eight leadership
behaviors and the four leadership effects. Research question four was answered by using
the t test to determine significant differences between administrator and teacher perceptions
o f leadership behaviors based upon the type of organization o f the performing and visual
arts school. These data were analyzed for magnet schools and for other types of
residential, nonresidential, or school-within-a-school programs. For research questions
five and six, data were analyzed by using the t test for the categories o f public schools and
private schools in addition to elementary/middle level schools, high schools, and
combination K-12 schools. The level o f significance was set for all t tests at .05.
Research Question Results
Data collected from the MLQ arc presented in this section. Each research question
is stated, followed by the results for that question.
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Research Question 1
What are the self-perceived leadership behaviors of the administrators of
performing and visual arts schools?
The data in Table 1 present the mean values and the standard deviations for each o f
the eight leadership behaviors as perceived by the administrators who responded to the
survey. The means of the perceived leadership behaviors ranged from a high o f 13.60 for
inspirational motivation to a low of 4.86 for management-by-exception passive.
Table 1
Self-Perceived Leadership Behaviors of Administrators

Leadership behaviors

Administrators
n=63
M

SD

Inspirational motivation

13.60

2.09

Attributed charisma

13.32

2.21

Idealized influence

13.08

2.12

Intellectual stimulation

12.48

2.50

Individual consideration

12.18

2.52

12.32

2.46

Management-by-exception active

7.03

3.26

Management-by-exception passive

4.86

2.99

Transformational leadership behaviors

Transactional leadership behaviors
Contingent reward

Leadership effects
Satisfaction

3.30

Effectiveness

3.26

Extra effort

3.04

Laissez-faire

.80
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Table 1 indicates that the administrators perceived themselves to use le?dership
behaviors related to transformational leadership more frequently than transactional
leadership behaviors. The leadership behaviors with the highest means were all
transformational leadership behaviors. Administrators indicated by their responses that
they generally perceived themselves to be using the transformational leadership behaviors
o f inspirational motivation (13.60), attributed charisma (13.32), idealized influence
(13.08), intellectual stimulation (12.48), and individual consideration (12.18) along with
the transactional leadership behavior of contingent reward (12.32) most frequently.
The mean scores for the four leadership effects were based on a possible score of
four points and ranged from a high o f 3.30 for satisfaction to a low o f .80 for laissez-faire.
The leadership effects of effectiveness (3.26) and extra effort (3.04) are related to the
transformational leadership behaviors. Satisfaction (3.30) is related to both
transformational and transactional leadership, and laissez-faire (.80) is defined as a lack of
leadership.
Research Question 2
What are the leadership behaviors o f administrators of performing and visual arts
schools as perceived by the teachers?
The data in Table 2 present the mean values and the standard deviations for each o f
the eight leadership behaviors of administrators as perceived by the teachers who
responded to the survey. The means o f the teacher perceived leadership behaviors ranged
from a high o f 13.05 for inspirational motivation to a low of 5.02 for
management-by-exccption passive.
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Table 2
Leadership Behaviors of Administrators as Perceived bv Teachers

Teachers
n=87

Leadership behaviors
M

SD

Inspirational motivation

13.05

3.67

Attributed charisma

12.37

3.57

Idealized influence

12.21

3.33

Intellectual stimulation

11.16

3.61

Individual consideration

10.85

3.99

11.77

3.73

Management-by-exception active

6.93

3.58

Management-by-exception passive

5.02

3.54

Transformational leadership behaviors

Transactional leadership behaviors
Contingent reward

Leadership effects
Satisfaction

3.09

Effectiveness

3.00

Extra effort

2.60

Laissez-faire

.95

Table 2 indicates that the teachers perceived their administrators to use leadership
behaviors related to transformational leadership more frequently than transactional
leadership behaviors. The three leadership behaviors with the highest means were
transformational leadership behaviors. The transactional leadership behavior of contingent
reward had the fourth highest mean. Teachers indicated by their responses that they
generally perceived their administrators to be using the transformational leadership
behaviors o f inspirational motivation (13.05), attributed charisma (12.37), idealized
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influence (12.21), intellectual stimulation (11.16), and individual consideration (10.85)
along with the transactional leadership behavior of contingent reward (11.77) most
frequently.
The mean scores for the four leadership effects were based on a possible score of
four points and ranged from a high o f 3.09 for satisfaction to a low o f .95 for laissez-faire.
The leadership effects of effectiveness (3.00) and extra effort (2.60) are related to the
transformational leadership behaviors. Satisfaction (3.09) is related to both
transformational and transactional leadership, and laissez-faire (.95) is defined as a lack of
leadership.
Research Question 3
What differences exist between teacher and administrator perceptions regarding
leadership behaviors?
The data in Table 3 show the significant differences between administrator
self-perceptions and teacher perceptions o f administrator leadership behaviors and effects.
The perceptions o f administrators and teachers were significantly different for two
leadership behaviors (attributed charisma and individual consideration) at the .05 level and
one leadership behavior (intellectual stimulation) at the .01 level with administrators rating
themselves significantly higher than their teachers rated them. The perceptions of
administrators and teachers were significantly different for one leadership effect (extra
effort) at the .01 level with administrators rating themselves significantly higher than their
teachers rated them. There were no significant differences between administrator’s
perceptions and teacher's perceptions in the leadership behaviors related to transactional
leadership.
A comparison of the administrator and teacher data indicates that teachers rated their
administrators' leadership behaviors slightly lower in frequency of use than the
administrators rated their own behaviors. The rankings of the top three leadership
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behaviors were consistent for teachers and administrators. The only difference in the order
o f the teacher and administrator rankings was the transactional leadership behavior of
contingent reward, which was ranked fourth by teachers and fifth by adm inistrators.
Table 3
Comparison o f Self-Perceptions and Teacher Perceptions o f Administrators' leadership
Behaviors and Effects

Leadership beflaviors

Administrators
n=63
M
SD

Teachers
n=87
M
SD

rvalue

P

Transformational leadership behaviors
Attributed charisma

13.32

2.21

12.37

3.74

2.00

.047 *

Idealized influence

13.08

2.12

12.21

3.33

1.96

.052

Inspirational motivation

13.60

2.09

13.05

3.67

1.18

.241

Intellectual stimulation

12.48

2.50

11.16

3.61

2.64

.009 **

Individual consideration

12.18

2.52

10.85

3.99

2.48

.014 *

12.32

2.46

11.77

3.73

1.08

.281

Management-by-exception active

7.03

3.26

6.93

3.58

.18

.858

Management-by-exception passive

4.86

2.99

5.82

3.54

-.31

.757

Laissez-faire

3.21

2.82

3.82

3.54

-1.17

.245

Extra effort

9.13

2.39

7.87

2.99

2.85

.005 **

Effectiveness

13.03

2.66

12.01

4.21

1.82

.072

Satisfaction

6.60

1.39

6.17

2.24

1.45

.149

Transactional leadership behaviors
Contingent reward

Leadership effects

* p<.05
** p<.01
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Research Question 4
What differences exist between teacher and administrator perceptions of leadership
behaviors when considering school type: Nonresident Schools of the Arts/Magnet
Schools, Resident Schools of the Arts, Nonresident "Arts Only" Schools, and Arts
Schools-within-a-school?
The data in Table 4 show the significant differences between administrator
self-perceptions and teacher perceptions o f administrator leadership behaviors and effects in
nonresident schools o f the arts/magnet schools. The perceptions of administrators and
teachers were significantly different for one leadership behavior (idealized influence) at the
.05 level and three leadership behaviors (attributed charisma, intellectual stimulation, and
individual consideration) at the .01 level with administrators rating themselves significantly
higher than their teachers rated them. The perceptions o f administrators and teachers were
significantly different for one leadership effect (effectiveness) at the .05 level and one
leadership effect (extra effort) at the .01 level with administrators rating themselves
significantly higher than their teachers rated them. There were no significant differences
between administrator's perceptions and teacher’s perceptions in the leadership behaviors
related to transactional leadership.
The data in Table 5 indicate that there were no significant differences between the
perceptions of teachers and the self-perceptions of administrators in Resident Schools o f
the Arts, Nonresident "Arts Only" Schools, and Arts Schools-within-a-school on
leadership behaviors and effects.
Research Question 5
What differences exist between teacher and administrator perceptions of leadership
behaviors when considering public or private schools?
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Table 4

Comparison of Self-Perceptions and Teacher Perceptions of Leadership Behaviors and
Effects o f Administrators in Nonresident Schools c f the Arts/M agnet Schools

Leadership behaviors

Administrators
n=37
M
SD

Teachers
n=63
M
SD

rvalue

P

Transformational leadership behaviors
Attributed charisma

13.41

2.25

11.87

3.43

2.69

.008 **

Idealized influence

13.03

2.17

11.84

3.40

2.13

.036 *

Inspirational motivation

13.84

1.80

12.73

3.80

1.97

.052

Intellectual stimulation

12.41

2.56

10.56

3.50

3.04

.003 **

Individual consideration

12.22

2.42

10.21

4.16

3.05

.003 **

12.38

2.42

11.29

3.84

1.75

.084

Management-by-exception active

6.76

2.90

7.27

3.68

-.77

.442

Management-by-exception passive

4.68

2.91

5.49

3.46

-1.26

.209

Laissez-faire

2.92

2.81

4.17

3.56

-1.95

.054

Extra effort

9.32

2.25

7.65

3.16

3.08

.003 **

Effectiveness

13.27

2.83

11.52

4.23

2.47

.015 *

Satisfaction

6.57

1.54

5.90

2.23

1.75

.083

Transactional leadership behaviors
Contingent reward

Leadership effects

* p<.05
** p<.01
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Table 5
Comparison o f Self-Perceptions and Teacher Perceptions o f T^adershin Behaviors and
Effects o f Administrators in Resident Schools o f the Arts. Nonresident "Arts Only"

Schools, and Arts Schools-withuka-schral

Leadership behaviors

Administrators
n=c26
M
SD

Teachers
i*=24
M
SD

rvalue

P

Transformational leadership behaviors
Attributed charisma

13.19

2.19

13.67

3.69

-.55

.588

Idealized influence

13.15

2.09

13.17

2.99

-.02

.986

Inspirational motivation

13.27

2.44

13.88

3.22

-.74

.461

Intellectual stimulation

12.58

2.47

12.75

3.46

-.20

.841

Individual consideration

12.16

2.72

12.54

2.%

-.53

.599

12.23

2.57

13.04

3.14

-.99

.325

Management-by-exception active

7.42

3.74

6.04

3.21

1.40

.167

Management-by-exception passive

5.12

3.15

3.79

3.55

1.39

.171

Laissez-faire

3.62

2.83

2.88

3.52

.82

.419

Extra effort

8.85

2.59

8.46

2.43

.55

.587

Effectiveness

12.69

2.41

13.29

3.95

-.64

.525

Satisfaction

6.65

1.16

6.88

2.15

-.45

.658

Transactional leadership behaviors
Contingent reward

Leadership effects

The data in Table 6 show the significant differences between administrator
self-perceptions and teacher perceptions of administrator leadership behaviors and effects in
public schools. The perceptions of administrators and teachers were significandy different
for two leadership behaviors (intellectual stimulation and individual consideration) at the
.05 level with administrators rating themselves significandy higher than their teachers rated
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them. The perceptions of administrators and teachers were significantly different for one
leadership effect (extra effort) at the .05 level with administrators rating themselves
significantly higher than their teachers rated them.
Table 6
Comparison o f Self-Perceptions and Teacher Perceptions o f Leadership Behaviors and

Effects of Administrators in Public Schools
Leadership behaviors

Administrators
n=49
M
SD

Teachers
n=80
M
SD

rvalue

P

Transformational leadership behaviors
Attributed charisma

13.25

2.20

12.36

3.47

1.77

.080

Idealized influence

12.80

2.19

12.26

3.35

1.09

.276

Inspirational motivation

13.53

1.87

13.09

3.61

.91

.362

Intellectual stimulation

12.31

2.60

11.15

3.63

2.10

.038 *

Individual consideration

12.08

2.42

10.74

4.01

2.37

.019 *

12.43

2.45

11.75

3.80

1.23

.220

Management-by-exception active

6.69

3.37

6.91

3.65

-.35

.730

Management-by-exception passive

5.00

3.15

5.04

3.41

-.06

.949

Laissez-iiure

3.31

2.95

3.81

3.55

-.87

.384

Extra effort

9.16

2.24

7.96

3.03

2.58

.011 *

Effectiveness

13.22

2.62

12.11

4.15

1.87

.064

Satisfaction

6.63

1.27

6.20

2.21

1.41

.160

Transactional leadership behaviors
Contingent reward

Leadership effects

* p<.05
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The data in Table 7 indicate that there were no significant differences between
administrator self-perceptions and teacher perceptions o f administrator leadership behaviors
and effects in private schools.
Table 7
Comparison o f Self-Perceptions and Teacher Perceptions of Leadership Bet

and

Effects of Administrators in Private Schools

Leadership behaviors

Administrators
n=14
M
SD

Teachers
n=7
M
SD

rvalue

P

Transformational leadership behaviors
Attributed charisma

13.57

2.31

12.43

4.93

.58

.578

Idealized influence

14.07

1.54

11.57

3.31

1.90

.098

Inspirational motivation

13.86

2.80

12.57

4.54

.69

.511

Intellectual stimulation

13.07

2.09

11/29

3.55

1.23

.253

Individual consideration

12.50

2.93

12.14

3.85

.22

.833

11.93

2.56

12.00

3.00

-.05

.958

Management-by-exception active

8.21

2.64

7.14

2.91

.82

.430

Management-by-exccption passive

4.36

2.41

4.86

5.11

-.25

.813

Laissez-faire

2.86

2.35

3.86

4.22

-.58

.576

Extra effort

9.00

2.94

6.86

2.34

1.81

.090

Effectiveness

12.36

2.76

10.86

5.11

.73

.490

Satisfaction

6.50

1.79

5.86

2.80

.55

.593

Transactional leadership behaviors
Contingent reward

Leadership effects

Research Question 6
What differences exist between teacher and administrator perceptions of leadership
behaviors when considering the grade levels served by the schools?
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The ria^ in Table 8 show the significant differences between administrator
self-perceptions and teacher perceptions o f administrator leadership behaviors and effects in
elenymtary/middle schools. The perceptions o f administrators and teachers in
elementary/middle schools were significantly different for erne leadership behavior
(individual consideration) at the .01 level with administrators rating themselves
significantly higher than their teachers rated them. There were no significant differences
between the administrator's perceptions and teacher’s perceptions o f leadership effects.
There were no significant differences between administrator’s perceptions and teacher’s
perceptions in the leadership behaviors related to transactional leadership.
The data in Table 9 indicate that there were no significant differences between
administrator self-perceptions and teacher perceptions o f administrator leadership behaviors
and effects in high schools for the performing and visual arts.
The data in Table 10 show the significant differences between administrator
self-perceptions and teacher perceptions o f administrator leadership behaviors and effects in
schools with any combination o f grades K-12. The perceptions of administrators and
teachers were significantly different for one leadership behavior (intellectual stimulation) at
the .05 level with administrators rating themselves significantly higher than their teachers
rated them. The perceptions of administrators and teachers were significantly different for
one leadership effect (extra effort) at the .05 level with administrators rating themselves
significantly higher than their teachers rated them. There were no significant differences
between administrator's perceptions and teacher's perceptions in the leadership behaviors
related to transactional leadership.
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Table 8
Comparisons o f Self-Perceptions and Teacher Perceptions o f Leadership Behaviors and
Effects of Administrators in Elementary and Middle I ^evel Schools

Leadership behaviors

Administrators
n=13
M
SD

Teachers
n*22
M
SD

t

value

P

Transformational leadership behaviors
Attributed charisma

13.54

2.60

12.86

2.50

.75

.459

Idealized influence

13.08

2.36

12.18

2.87

1.00

.326

Inspirational motivation

14.31

1.89

13.82

2.34

.68

.504

Intellectual stimulation

12.85

2.64

10.95

3.93

1.70

.099

Intlivirtiifll rnr\girt~ra(inn

13.31

2.25

10.55

3.74

2.73

.010 **

12.54

2.90

11.82

3.51

.65

.518

Management-by-exception active

6.08

3.23

6.55

3.95

-.38

.710

Managemeat-by-exception passive

5.00

3.27

3.96

2.82

.96

.346

Laissez-faire

2.77

3.52

2.77

2.65

.00

.998

Extra effort

9.23

2.17

8.68

2.21

.72

.479

13.85

1.99

12.91

3.09

1.09

.283

1.45

6.59

1.50

.05

.962

Transactional leadership behaviors
Contingent reward

leadership effects

Effectiveness
Satisfaction

** p<.01

6.62*
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Table 9
Comparison of Self-Perceptions and Teacher^ • H W D I W ! s of Leadership Behaviors and
Effects of Administrators in High Schools

Leadership behaviors

Administrators
n*38
M
SD

Teachersi
n=50
SD
M

rvalue

P

Transformational leadership behaviors
Attributed charisma

13.11

2.31

12.14

3.69

1.50

.137

Idealized influence

12.87

2.17

12.28

3.25

1.02

.313

Inspirational motivation

13.26

1.84

12.92

3.88

.55

.584

Intellectual stimulation

11.92

2.58

11.24

3.24

1.10

.276

Individual consideration

11.76

2.54

10.94

3.96

1.18

.240

12.08

2.43

11.54

3.77

.81

.418

Managcment-by-exception active

7.13

3.25

7.26

3.48

-.18

.859

Management-h/-exception passive

5.13

3.11

5.62

3.88

-.66

.514

Laissez-faire

3.47

2.84

4.40

4.07

-1.26

.212

Extra effort

8.82

2.61

7.60

3.18

1.97

.052

Effectiveness

12.64

2.94

11.66

4.50

1.22

.225

Satisfaction

6.45

1.47

6.00

2.53

1.04

.301

Transactional leadership behaviors
Contingent reward

Leadership effects
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Table 10
Comparison o f Self-Perceptions and Teacher Perceptions o f Leadership Behaviors and

Effects of Administrators iD-Sshaols with any Combination of Grades K-12

Leadership behaviors

Administrators
r*=12
M
SD

Teachers
n=15
M
SD

rvalue

P

Transformational leadership behaviors
Attributed charisma

13.75

1.36

12.40

4.58

1.08

.294

Idealized influence

13.75

1.66

12.00

4.33

1.44

.166

Inspirational motivation

13.92

2.88

12.33

4.50

1.11

.278

Intellectual stimulation

13.83

1.40

11.20

4.44

2.16

.045 *

Individual consideration

12.25

2.56

11.00

4.68

.88

.387

12.83

2.13

12.47

4.05

.30

.765

Management-by-exception active

7.75

3.28

6.40

3.46

1.04

.310

Management-by-exception passive

3.83

2.21

4.60

3.00

-.76

.452

Laissez-faire

2.83

1.90

3.40

2.67

-.64

.526

Extra effort

10.00

1.71

7.60

3.27

2.46

.022 *

Effectiveness

13.42

2.23

11.87

4.70

1.13

.272

Satisfaction

7.08

1.00

6.13

2.17

1.51

.146

Transactional leadership behaviors
Contingent reward

Leadership effects

* p<.05
This chapter presented the data collected to address the research questions in this
study. A general description of the findings was presented for each o f the leadership
behaviors and leadership effects for transformational and transactional leadership. Chapter
V presents a summary and discussion o f the findings. Conclusions and recommendations
are also presented.

CHAPTER V
SUMMARY, DISCUSSION, CONCLUSIONS,
LIMITATIONS, AND RECOMMENDATIONS
In this chapter, a summary o f the study and a discussion o f the research findings
are presented. Conclusions based on the data are made, and limitations o f these
conclusions are explained. Finally, recommendations for leaders in performing and visual
arts schools, for implementation of the study findings, and for further research are
presented.

Summary of the Study
Performing and visual arts schools have become an integral part o f the public
school choice movement and have transformed the delivery of education in many urban
areas. Students elect to attend these specialized schools, and in most cases, faculty
members voluntarily seek assignment to these schools. Because o f the unique
organizational characteristics of performing and visual arts schools, such schools require a
specialized form o f leadership. This study applied the theory o f transformational and
transactional leadership to the leaders of performing and visual arts schools. Because of
the nature of performing and visual arts schools, leaders in these unique educational
environments would be expected to demonstrate many o f the behaviors o f transformational
leaders.
The purpose of this study was to determine the extent to which leaders in
performing and visual arts schools demonstrate transformational and transactional
leadership behaviors. The study examined self-perceptions and teacher perceptions of
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transformational and transactional leadership behaviors o f administrators in performing and
visual arts schools. The specific research questions were the following:
1. What are the self-perceived leadership behaviors o f the administrators of
performing and visual arts schools?
2. What are the leadership behaviors of administrators o f performing and visual
arts schools as perceived by the teachers?
3. What differences exist between teacher and administrator perceptions regarding
leadership behaviors?
4. What differences exist between teacher and administrator perceptions of
leadership behaviors when considering school type: Nonresident Schools of the
Arts/Magnet Schools, Resident Schools o f the Arts, Nonresident "Arts Only" Schools, and
Arts Schools-within-a-school?
5. What differences exist between teacher and administrator perceptions o f
leadership behaviors when considering public or private schools?
6. What differences exist between teacher and administrator perceptions of
leadership behaviors when considering the grade levels served by the schools?
The six research questions were answered on the basis o f responses to the
Multifactor Leadership Questionnaire (Bass & Avolio, 1995). The principal or head
administrator and two teachers from member schools of the International Network of
Visual & Performing Arts Schools participated in this study. The selected schools included
all public and private member schools of the International Network o f Performing & Visual
Arts Schools in the United States which encompassed any combination o f grades K-12 and
offered a full school year program. The NETWORK included 112 member schools, 93 o f
which fit the established criteria to be included in this study. Summer only arts programs
and schools outside the United States were not included in this study. The NETWORK is
representative o f all types o f performing arts schools; however, magnet schools make up
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the vast majority o f the member schools. A total o f 93 schools received the survey
instrument for a total of 93 administrators and 186 teachers. A total o f 63 administrator
survey instruments and 87 teacher survey instruments were returned for a 69% return rate
for schools invited to participate in the study.
In the perceptions o f both teachers and administrators, leaders in performing and
visual arts schools used the five transformational leadership behaviors o f attributed
charisma, idealized influence, inspirational motivation, intellectual stimulation, and
individual consideration and the transactional leadership behavior o f contingent reward
most frequently. There were no significant differences between the perceptions o f teachers
and self-perceptions o f administrators of the transactional leadership behaviors used by
administrators in performing and visual arts schools. However, there were significant
differences between perceptions of teachers and self-perceptions o f administrators o f the
transformational leadership behaviors in that administrators rated themselves significantly
higher than teachers rated them on the behaviors o f attributed charisma, intellectual
stimulation, and individual consideration, as well as the leadership effect of extra effort.
There were no significant differences between perceptions of teachers and self-perceptions
o f administrators of the transformational leadership behavior of idealized influence.
Significant differences were found between perceptions of teachers and
self-perceptions of administrators in nonresident schools of the arts/magnet school of the
transformational leadership behaviors in that administrators rated themselves significantly
higher than teachers rated them on the behaviors of attributed charisma, idealized influence,
intellectual stimulation, and individual consideration, as well as the transformational
leadership effects of extra effort and effectiveness. There wen; no significant differences
between perceptions of teachers and self-perceptions o f administrators of leadership
behaviors and effects of administrators in other types of performing and visual arts school
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organizations including Arts Schools-within-a-school, Resident Schools of the Arts, and
Nonresident "Arts Only" Schools.
Significant differences were found between perceptions of teachers and
self-perceptions of administrators in public schools o f the transformational leadership
behaviors in that administrators rated themselves significantly higher than teachers rated
them on the behaviors of intellectual stimulation and individual consideration, as well as the
transformational leadership effect of extra effort There were no significant differences
between perceptions of teachers and self-perceptions o f administrators o f leadership
behaviors and effects of administrators in private performing and visual arts schools.
Significant differences were found between perceptions of teachers and
self-perceptions o f administrators in elementary/middle schools of the transformational
leadership behaviors in that administrators rated themselves significantly higher than
teachers rated them on the behavior o f individual consideration. Significant differences
were found between the perceptions of teachers and self-perceptions of administrators in
schools serving any combination of grades K-12 of the transformational leadership
behavior of intellectual stimulation as well as the transformational leadership effect o f extra
effort. There were no significant differences between perceptions of teachers and
self-perceptions of administrators of leadership behaviors and effects o f administrators in
high schools.
In summary, there were significant differences between the perceptions o f teachers
and self-perceptions of administrators o f leadership behaviors of administrators in
performing and visual arts schools. These significant differences occurred in the
transformational leadership behaviors and in the leadership effects of extra effort and
effectiveness in that administrators rated themselves significantly higher than their teachers
rated the administrator's leadership behaviors.
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Discussion o f the Findings
In this section, the research questions are stated. A discussion o f the findings of
this study and related studies follows.
Research Question 1
What are the self-perceived leadership behaviors o f the administrators of
performing and visual arts schools?
Administrators perceived themselves to be using leadership behaviors related to
transformational leadership more frequently than leadership behaviors related to
transactional leadership. The four highest rated leadership behaviors administrators
perceived themselves to be using were transformational letidership behaviors. The
transactional leadership behavior of contingent reward was the fifth rated leadership
behavior and the only transactional leadership behavior administrators rated highly. The
literature indicated that "school level leadership is critical for effective programs because the
principal or magnet coordinator must translate the program concept and design into an
integrated curriculum delivered through a committed staff' (Blank, 1988, p. 15). Seidel
(1994) recognized the importance of the principal's leadership role in developing the vision
for the school and stated that transformational leadership is especially effective with arts
programs. The findings of this study indicate that administrators perceive themselves to be
using transformational leadership behaviors with much greiiter frequency than transactional
leadership behaviors.

Research Question 2
What are the leadership behaviors of administrators o f performing and visual arts
schools as perceived by the teachers?
Teachers perceived their administrators to be using leadership behaviors related to
transformational leadership more frequently than leadership behaviors related to
transactional leadership. The three highest rated leadership behaviors teachers perceived
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their administrators to be using were transformational leadership behaviors. The
transactional leadership behavior of contingent reward was; the fourth rated leadership
behavior and the only transactional leadership behavior teachers indicated that their
administrators were using frequently.
Research Question 3
What differences exist between teacher and administrator perceptions regarding
leadership behaviors?
A comparison of teacher and administrator percepti ons o f leadership behaviors
indicated that the only difference in the ranked order of perceptions of leadership behaviors
was contingent reward ranked fourth by teachers and fifth by administrators. Overall,
teachers rated the frequency o f administrators’ transformational leadership behaviors
slightly lower than the administrators rated the frequency o f their own transformational
leadership behaviors. Teachers reported a slightly higher frequency of the use of
transactional leadership behaviors by their administrators. In a study o f self-perceptions of
leaders, Bass (1981) found that leaders' self-petceived ratings of positive leadership
behaviors are higher than those of the followers. Self-reported leader ratings o f less
desirable leadership are generally lower than those reported by the followers. This would
explain why administrators rated themselves higher in the frequency of use of the
transformational leadership behaviors, which are viewed as; more positive leadership
behaviors, than those related to transactional leadership.
There were no significant differences in teacher and. administrator perceptions of
transactional leadership behaviors. The findings indicate th at teachers and administrators
have similar perceptions o f the use o f transactional leadersliip behaviors. According to
Bums (1978), the relationships of most leaders and followers are transactional, focused
upon an exchange between leader and follower to meet individual goals. Sergiovanni
(1990) referred to this exchange as leadership by bartering in which the leaders and
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followers do not share a common purpose but must make an exchange or bargain. Political
party leadership and legislative bodies are good examples o f the exchanges o f transactional
leadership (Bums, 1978). Bennis and Nanus (1985) reported that transactional leaders
operate on the physical resources of the organization, on its capital, human skills, raw
materials, and technology. The essence o f the leader's power in transactional leadership is
the extent to which the leader can satisfy the specific and constantly changing needs o f the
followers.
The findings of this study and the literature indicated that not only is transactional
leadership used with less frequency by administrators of performing and visual arts
schools, but there were no significant differences between tejicher perceptions and
administrator self-perceptions o f the use o f transactional leadership behaviors. This
indicates that both teachers and administrators share the same perceptions o f the use of
transactional leadership behaviors. It may also indicate that the transactional leadership
behaviors based upon an exchange may be more readily recognized and clearly identified
by both teachers and administrators.
Bums (1978) reported that although most relationships o f leaders and followers are
transactional, transformational leadership is more potent and more complex. This
complexity could affect the perceptions of teachers and administrators regarding
transformational leadership behaviors. The review of literature indicated that
transformational leadership occurs when followers are moved to an increased awareness
about what is important, to a higher level on Maslow’s needs hierarchy, and to a
transcendence of their own self-interests for the good of the group, organization, or society
(Bums, 1978). Bass (1985) stated that transformational leaders shape a vision o f an
improved image of the organization which reflects the member's needs, values, and hopes
without violating existing traditions and cultures. He further stated that principals
exhibiting transformational leadership behaviors will be more effective in bringing about
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desired outcomes, such as faculty development, improved teaching and learning,
collaborative decision making, and responsive and innovative environments, than those
exhibiting predominantly transactional leadership behaviors. Seidel (1994) reported that
transformational leadership is especially effective with arts; programs. The findings o f this
study indicate that the perceptions of teachers and administrators are that transformational
leadership behaviors are used with greater frequency than transactional leadership
behaviors.
H ie findings of this study, however, indicated significant differences between
teacher and administrator perceptions of the transformational leadership behaviors of
attributed charisma, individual consideration, and intellectual stimulation and the leadership
effect of extra effort. To assist in the understanding of these differences in perceptions, it
is important to look at the leadership skills which are attributed to each of these leadership
behaviors in the literature. Bass and Avolio (1994) defined attributed charisma as showing
vision, exhibiting a sense o f mission and confidence, gaining respect and trust, increasing
optimism, and displaying enthusiasm Transformational leaders shape a vision o f an
improved image of the organization which reflects the member's needs, values, and hopes
without violating existing traditions and cultures (Bass & Avolio, 1994). This is consistent
with the strategy Bennis and Nanus (1985) identified as trust through positioning. The
leader must be the epitome not only of clarity but o f constancy and reliability.
Individual consideration is defined as giving personal attention, individualization,
coaching, and advising. Transformational leaders pay special attention to each individual's
needs for achievement and growth by acting as coach or mentor (Bass & Avolio, 1994).
Kouzes and Posner (1987) reported that individual consideration is practiced by creating
new learning opportunities in a supportive climate recognizing individual differences in
terms of needs and desires.
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Intellectual stimulation relates to creativity, intelligence, emphasizing rationality,
and careful problem solving. Transformational leaders stimulate their followers' efforts to
be innovative and creative by questioning assumptions, reframing problems, and
approaching old situations in new ways (Bass & Avolio, 1994). Bennis and Nanus (1985)
referred to intellectual stimulation as the creation o f meaning through communication in
which the leader relates a compelling image of a desired state of affairs which induces
enthusiasm and commitment in others. Leaders must recognize and support good ideas and
be willing to challenge the system to be innovative (Kou:res & Posner, 1987).
The leadership effect o f extra effort is one in which the leader is able to motivate the
followers to perform at higher levels o f effort and achievement and is related to the
transformational leadership behaviors (Bass, 1985). When leaders clearly communicate a
shared vision of an organization, they enable those who work on its behalf and elevate the
human spirit Exemplary leaders enable others to act by involving the full range of
individuals, building teams, and empowering others (Kouzes & Posner, 1987).
The findings of this study indicated that although administrators perceived that they
were using the transformational leadership behaviors of attributed charisma, idealized
influence, inspirational motivation, intellectual stimulation, and individual consideration,
there were significant differences between the administrator self-perceptions and the teacher
perceptions o f these transformational leadership behaviors. The teachers' perceptions of
the leadership behaviors of attributed charisma, intellectual stimulation and individual
consideration were significantly tower than the administrators' self-perceptions. The
findings indicated that administrators have not been as successful as they thought they were
in communicating a sense o f vision, establishing a school climate which fosters individual
learning opportunities, and providing opportunities for creativity and innovation.
The review of the literature indicated possible causes for the differences in
perceptions. The differences could be attributed to the leader’s ability to communicate his
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or her vision for the organization. Bass and Avolio (1994) noted the need for leaders to
provide a strong, two-way communication between teachers and administrators to ensure
that this shared vision results in effective leadership. Performing and visual arts schools
are often located in large urban school districts, and district-vdde rules, conventions, and
procedures often place constraints on leaders in performing and visual arts schools. Blank
(1988) emphasized the importance of the flexibility of district leaders to accommodate the
specialized administrative and organizational needs o f performing and visual arts schools.
Research Question 4
What differences exist between teacher and administrator perceptions of leadership
behaviors when considering school type: Nonresident Schools of the Arts/Magnet
Schools, Resident Schools o f the Arts, Nonresident "Arts Only” Schools, and Arts
Schools-within-a-school?
The findings o f this study indicated that in nonresident arts schools/magnet schools
there were significant differences between the perceptions o f teachers and self-perceptions
o f administrators regarding the transformational leadership behaviors o f attributed
charisma, idealized influence, intellectual stimulation, and individual consideration. There
were also significant differences between teacher perceptions and administrator
self-perceptions of the leadership effects of extra effort and effectiveness in that
administrators rated themselves significantly higher than the teachers rated them. There
were no significant differences between teacher and administrator perceptions regarding
transformational leadership in other types o f arts schools including Resident Schools o f the
Arts, Nonresident "Arts Only" Schools, and Arts Schools-within-a-school. There were no
significant differences in administrator and teacher perceptions in the domain o f
transactional leadership any of the types o f arts schools.
The number of significant differences between teacher and administrator
perceptions of transformational leadership behaviors in nonresident schools of the
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arts/magnet schools raises questions regarding the factors which could account for the
differences in perceptions o f leadership behaviors. A review o f the literature regarding the
establishment and purpose o f magnet schools offers possible explanations for the
significant differences in perceptions regarding transformational leadership behaviors.
Magnet schools were designed to attract voluntary enrollment by offering special
programs or curriculum not available in neighborhood schools (Levine & Omstein, 1993).
Deering and Kraft (1989) reported that magnet schools were designed to achieve racial
balance by bringing racially diverse students together voluntarily, based upon common
educational interests. Doyle (1990) reported that magnet schools are public schools within
traditional school districts, but they differ from traditional schools in three ways. First,
they were generally established for the sake of racial desegregation and ha ve enrollment
quotas based upon race. Second, students are recruited to attend rather than assigned by
place of residence so the schools have a wide array o f stud ents. Finally, to attract students,
each school offers a distinctive and often innovative educational program.
A shared understanding o f the school's mission should be one o f the strongest
characteristics o f a magnet school (Lezotte & Taylor, 1989). Research by Doyle and
Levine (1984) reported that magnet schools have high levels o f motivation among staff and
students. The freedom to be innovative is a key advantage of magnet schools. Metz
(1990) stated that magnet schools should be expected to offer different content or teach in
different ways from traditional schools.
In a study o f magnet schools, Blank (1984) found that the contributing factors for a
successful magnet school program included (a) an innovati ve principal who provides
motivation for developing curriculum; (b) a theme, curriculum, teaching methods, and staff
capabilities which are highly cohesive and result in strong program identity; and (c) a
degree of flexibility in regard to district procedures and rules. The principal's leadership is
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essential to encouraging ownership of a clearly designed organizational vision (Seidel,
1994).
Although the literature review indicated that magnet schools should provide a
school climate conducive to the use of transformational leadership behaviors (Seidel,
1994), there were significant differences between the perceptions o f the administrators and
the teachers regarding the use of transformational leadership tehaviors in nonresident
schools of the arts/magnet schools. It is possible that some o f the unique organizational
characteristics o f magnet schools may have a negative impact on perceptions of
transformational leadership behaviors. Although a magnet school may provide a school
climate enhanced by student and parent choice, it may attract staff and teachers who had
seniority but did not share the vision and commitment to the ischool's mission but chose to
work at the magnet school because of the level of motivation of students and a positive
school climate (Raywid, 1984). In addition, magnet schools are most often found in large,
urban school districts, and administrators in magnet schools may have less flexibility to
deviate from district-wide mandates and policies (Blank, 1984).
The findings of this study indicated that significant differences existed between the
perceptions of teachers and self-perceptions o f administrators regarding the
transformational leadership behaviors o f attributed charisma, idealized influence,
intellectual stimulation, and individual consideration and the leadership effects of extra
effort and effectiveness. The fact that these significant differences do not exist in the other
types o f performing and visual arts schools indicates that there may be factors in the magnet
school movement which affect teachers' perceptions o f their iidministrators'
transformational leadership behaviors. These differences may be due to the nature of the
establishment, organization, and purposes of magnet schools. Magnet schools are
generally found in large, urban school districts and were created for the purpose of racial
desegregation of these large urban school districts (Doyle, 1990). This is in contrast to
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other types of specialized arts schools with special curricula for the academically elite which
existed prior to the magnet school movement of the 1970s. The fact that these significant
differences do not exist in the other types o f performing and visual arts schools indicates
that there may be factors in the magnet school movement which have a negative impact on
the relationships of administrators and teachers in performing and visual arts magnet
schools.

Research Question 5
What differences exist between teacher and administrator perceptions o f leadership
behaviors when considering public or private schools?
The findings of this study indicated that in public schools there were significant
differences between the perceptions o f teachers and self-perceptions o f administrators
regarding the transformational leadership behaviors o f intellectual stimulation and
individual consideration. There was also a significant difference between teacher
perceptions and administrator self-perceptions of the leadersMp effect o f extra effort in that
administrators rated themselves significantly higher than the teacher rated them. There
were no significant differences between teacher and administrator perceptions regarding
transformational leadership behaviors in private schools. In addition, there were no
significant differences between administrator and teacher perceptions of transactional
leadership behaviors in public or private schools.
The significant differences between administrator and teacher perceptions in public
schools may be related to the significant differences found in the perceptions of
transformational leadership behaviors in magnet schools. The review o f literature indicated
that the magnet school movement is an integral part o f the school choice movement in
public schools (United States Department of Education, 1994). The magnet schools in this
study (n=100) provided the majority of the responses analysed in the public schools sample
(n=129). This indicates that the significant differences between perceptions o f teachers and
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self-perceptions of administrators in public and private schools could have been impacted
by the significant differences between perceptions o f transfonnadonal leadership behaviors
in magnet schools and other types of performing and visual arts schools. In addition, the
private school sample (n=21) in this study was quite small, although the sample size was
reflective of the member schools of the International Network: of Performing & Visual Arts
Schools (International Network o f Performing & Visual Arts Schools, 1993).
The review o f literature indicated other possible explanations for the significant
differences between the perceptions o f teachers and administrators regarding
transformational leadership behaviors in public and private schools. In a study o f magnet
schools, Blank (1984) found that one o f the contributing factors for a successful program
included a degree of flexibility in regard to school district procedures and rules. The
majority o f public performing and visual arts schools are in large, urban school districts,
and administrators in such schools may have less flexibility to deviate from district-wide
mandates and policies regarding practices such as curriculum design and hiring procedures
(United States Department o f Education, 1994).
The findings of this study indicated that there were no significant differences
between the perceptions of teachers and self-perceptions o f Jidministrators regarding
transformational leadership behaviors in private schools. This is possibly related to the fact
that most o f the private schools have been developed around the performing and visual arts
theme and are more dependent on a broad base o f student, parent, and community support
of that vision to ensure their continued existence and funding. Many of the private
performing and visual arts schools existed prior to the growih in the public school choice
movement to provide special curricula for the academically elite (Doyle, 1990).
Another possible explanation for the differences between teacher and administrator
perceptions of the transformational leadership behaviors in public schools may relate to the
purpose and establishment of magnet schools and other forms o f public school choice. The

81
majority of magnet schools are in large urban school districts and were established to
achieve racial desegregation (Doyle, 1990). The performing and visual arts th an e is the
specialized curriculum employed to attract a diverse student population. This may create a
situation in which the primary focus of the school is the achievement o f racial desegregation
with the specialized curriculum focus on the performing and visual arts as a secondary
purpose. The focus on desegregation as the primary purpose may not provide a compelling
vision for the school or a strong focus for the administrator in carrying forth the pcrfanning
and visual arts theme within the school.
Research Question 6
What differences exist between teacher and administrator perceptions of leadership
behaviors when considering the grade levels served by the schools?
The findings of this study indicated that there were significant differences between
the perceptions o f teachers and self-perceptions o f administrators regarding the
transformational leadership behavior of individual consideration in elementary/middle
schools. There were no significant differences between teacher and administrator
perceptions regarding transformational leadership behaviors in high schools. In schools
with any combination of grades K-12, there were significant differences between the
perceptions of teachers and self-perceptions of administrators regarding thi
transformational leadership behavior of intellectual stimulation and the leadership effect of
extra effort. In addition, there were no significant differences between administrator and
teacher perceptions of transactional leadership behaviors in any of the schools when
considering the grade levels served by the school.
The significant differences between teacher and administrator perceptions of
transformational leadership behaviors in elementary/middle schools, high schools, and
schools with any combination of grades K-12 could be due lo the nature of the organization
of specialized schools of the arts. Performing and visual arts schools serving
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elcmentary/middle school students generally have a greater focus on innovative
instructional approaches and the integration o f the arts into the curriculum o f the school.
Performing and visual arts high schools generally have a stronger career orientation with a
greater focus on the development of performing artists (United States Department of
Education, 1994). Because of the focus on the development o f performing artists, staffing
patterns also differ in high school performing and visual arts schools to include a
combination o f performing artists and certified teachers (Gallnaith, 1985). These
differences in curricular focus and the staffing patterns could account for the differences
between teacher and administrator perceptions of transformational leadership behaviors in
elementary/middle school, high school, and schools with any combination of grades K-12.
In summary, there were several patterns which emerged from the review of
literature and the findings within each of the six research questions. There were no
significant differences found between teacher and administratOT perceptions o f transactional
leadership behaviors or the leadership effects which are associated with transactional
leadership. All significant differences found between teacher and administrator perceptions
o f leadership behaviors were related to the transformational leadership behaviors and the
leadership effects of extra effort and effectiveness. Although some differences in
frequency of reported behaviors can be attributed to the tendency of leaders to self-report
desirable leadership behaviors at a higher level and less desirable leadership behaviors at a
lower level (Bass, 1981), there were areas in which the differences between administrator
self-perceptions and teacher perceptions were significant These differences occurred most
frequently in the transformational leadership behaviors of attributed charisma, intellectual
stimulation, individual consideration, and the leadership effect of extra effort.
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Conclusions
The findings from this study lead to the following conclusions:
1. Administrators and teachers in performing and visual arts schools perceived the
administrators to be using transformational leadership behaviors to a greater degree than
transactional leadership behaviors. However, administrators p>erceived they were using
transformational leadership behaviors more frequently than did the teachers. Therefore,
administrators of performing and visual arts schools may not l>e using transformational
leadership behaviors as often or effectively as they could be.
2. Teachers and administrators generally agree in their reporting of a ranked order
o f perceptions of the type o f leadership used by administrators in performing and visual
arts schools.
3. There are differences in teacher and administrator perceptions regarding the use
o f the transformational leadership behaviors o f attributed charisma, individual
consideration, and intellectual stimulation as well as the leadeirship effect o f extra effort.
Because administrators rated themselves higher in the use of these leadership behaviors and
effects than their teachers did, administrators may not be using these leadership behaviors
as frequently or as effectively as they could be.
4. Significant differences exist between teacher and administrators perceptions of
the use of transformational leadership behaviors by leaders of magnet schools.
5. The comparison of public and private performing and visual arts schools
indicated that there were significant differences between teacher and administrator
perceptions in two of the five transformational leadership behaviors.
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Limitations of the Study
Generalization of the findings o f this study is limited by several factors:
1. The majority of the schools in the survey were magnet schools, and the sample
resulted in a small population for the category of private schools. Generalize o f these
results to other populations is limited by this small sample size.
2. Due to the small number of responses in the categories o f Resident Schools of
the Arts, Nonresident "Arts Only" Schools, and Arts Schools-within-a-school, these
responses were grouped together for the purposes of comparison with Nonresident
Schools of the Arts/Magnet Schools. This grouping limits; the generalizability o f the
findings to any o f the sub-groups.
3. No attempt was made to determine the accuracy of self-reported administrator
perceptions or the teacher perceptions o f leadership behaviors.
4. There were different score totals for each o f the; four leadership effects on the
MLQ 5-45, which created difficulties in analyzing and reporting the data with the methods
selected for the study.
5. No attempt was made to determine if there were: sufficient commonalities in the
NETWORK member schools to allow for a comparison o f performing and visual arts
schools or their administrators.

Recommendations
The findings of this study hold several implications for administrators of
performing and visual arts schools, as well as for the International Network of Performing
& Visual Arts Schools. Suggestions for practice are presented as follows:
Recommendations for Administrators of Performing and Visual Arts Schools
1.

Administrators in performing and visual arts schools, particularly in magnet

schools, should give more attention to presenting a clear and shared vision o f the purposes
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of the performing and visual arts school program and to communicating that vision to the
teaching faculty.
2. Administrators in performing and visual arts schools should provide stronger
leadership for the development of a school climate which enhances and encourages
professional growth and the development o f individual teac hers.
3. Administrators of performing and visual arts sch ools should encourage
innovation and provide more opportunities for teachers to participate in the process o f
addressing problems and proposing solutions through the use of shared decision making.
4. Administrators of performing and visual arts magnet schools should give greater
focus to acting as a role model for the staff, as well as providing a consistency between
words and actions.
5. Administrators o f performing and visual arts schools should institute an
administrator evaluation of leadership behaviors by the staff and teachers to assist the
administrator in understanding differences self-perceptions and the teachers' perceptions of
leadership behaviors to reduce differences in perceptions of leadership behaviors.
6. Hiring procedures for administrators of performing and visual arts schools
should include an assessment o f the transformational leadership behaviors of the potential
administrator.
Recommendations for the International Network of Performing & Visual Arts Schools
1. The International Network of Performing & Visual Arts should develop
leadership seminars designed to meet the differing leadershi p needs o f the various types of
arts schools.
2. The International Network o f Performing & Visual Arts should support future
research regarding the nature of transformational leadership and the role of transformational
leadership behaviors in the administration of schools for the performing and visual arts.

3.
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The International Network o f Pei'orming & Visual Arts should publish results

o f research regarding leadership in all types o f performing and visual arts schools.

■Suggestions for Punter Research
The results and conclusions of this study have raised questions which could be
addressed in future studies. The following are suggestions for further study:
1. Further research should be conducted on the nature o f leadership behavior in
magnet schools, in general, and specifically in performing a m schools.
2. This study should be replicated in magnet schools arranged around other
curricular themes to determine if the patterns indicated by this research are found in the
magnet school movement or are unique to performing and visual arts magnet schools.
3. Further research should be conducted to determine student, parent, and
community perceptions of transformational leadership behaviors in performing and visual
a m schools and if transformational leadership behaviors have an impact on student and
parent satisfaction with their performing and visual a m school.
4. Further research should be conducted on transformational leadership in
performing and visual a m schools to determine if the use of transformational leadership
behaviors impact student achievement in performing and visual a m schools.
5. Further research should be conducted to compare leadership behaviors of
administrators in traditional schools to performing and visual a m schools.
6. Further research should be conducted comparing differences in leadership
behaviors in long established and recently organized performing and visual a m schools.
In summary, Bums (1978) reported that the transformational leader looks for
potential motives in followers, seeks to satisfy higher needs, and engages the full person of
the follower. Bennis and Nanus (1985) identified transformational leadership as the pivotal
force behind successful organizations. They referred to the new transformative leader as
"one who commits people to action, who converts followers into leaders, and who may
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convert leaders into agents o f change" (p. 3). Blank (198 8) addressed the need for
leadership at the school level:
School-level leadership is critical for effective programs because the principal or
magnet coordinator must translate the program concept and design into an integrated
curriculum delivered through a committed staff. ITie principal or coordinator is
typically the person who generates interest and support for the magnet school in the
community and who stimulates teachers to participate in developing an innovative
approach to their work. Magnet principals should be chosen for their leadership
skills and entrepreneurial abilities, (pp. 15-16)
A clear understanding of transformational leadership behaviors and leadership effects is
necessary for the harmonious blending o f the purposes of the administrators and teachers in
performing arts schools. A strong two-way communication between teachers and
administrators will ensure that this shared vision o f purpose results in effective leadership
in performing and visual arts schools.
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Dear Angie,
I enjoyed meeting and talking with you on the telephone today. As
promised, i am sending you our most recent membership publication as
well as a copy of 112 Models for Education in the Arts.
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I can’t give you any special encouragement regarding the cooperation of
the NETW ORK school principals. My only suggestion is to keep the
questionnaire simple and make it one that can be completed in a
minimum of time. You might also promise those who participate some
sort of bribe for participating, such as a compressed summary of their
responses - something along those lines. Also, don't hesitate to follow
up on your mailed questionnaire with a telephone call to encourage
those who have not responded to respond.

\MMam Lowman
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Best of luck to you.
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Please keep me posted.

I will do what I can to help.
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Angie Koppang
3904 University Avenue, #209
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Dear Angie:
This is in reply to your request to use the Multifactor Leadership Questionnaire (MLQ)
in your study.
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Enclosed please find a copy o f the research form 45 and the scoring key. The form
should be reproduced only for your own research use.
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making a contribution to the Center for Leadership Studies o f S2.00 U.S. for each o f
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COUCATIONAL ADMINISTRATION
PHONE NUMBER (701) 777-4255
TAX NUMBER (701) 777-4365
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NORTH

DAKOTA

CENTER FOR TEACHING AND LEARNING
P.O. BOX 7189
GRAND FORKS. NORTH OAKOTA 58202-71

October 4,1995

Dear administrator,
As a member school in the International Network of Performing and Visual Arts Schools,
you arc invited to participate in a research study on the leadership behaviors of administrators in
performing arts schools. Your cooperation in my doctoral dissertation research will help provide
information regarding both administrator and teacher perceptions of leadership behaviors.
The enclosed survey is the Multifactor Leadership Questionnaire which will compare
transformational and transactional leadership behaviors. Please rate your personal leadership
behaviors. Your participation in this study is voluntary and the completion of the survey implies
your consent to participate in the study. The total lime needed to complete this questionnaire is less
than 15 minutes. 1 am asking that you and two of your teachers complete and return the
questionnaires bv October 31. The two selected teachers should be the fifth and tenth teachers on
your alphabetical faculty list. Questionnaires, cover letters, and return envelopes are included for
the teacher participants. Your cooperation in this study is greatly appreciated.
I ask that you participate by completing the following:
1. Distribute the questionnaires to the 5th and 10th teacher on your
alphabetical staff list
2. Encourage staff members to participate
3. Complete the questionnaire yourself
4. Return the questionnaire in the enclosed postage-paid envelope
All information will be computer-coded in order to provide complete anonymity and
confidentiality. The final report will not identify any institutions or individuals, only grouped data
will be reported. A brief summary of the results will be available through the NETWORK
newsletter. Thank you for your cooperation and for completing the questionnaire.
Sincerely,

Angie Koppang
University of North Dakota
Principal Investigator
701-221-3575 Office
701-258-0360 Home
Dr. John Backes
Advisor
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DAKOTA

CENTER FOR TEACHING AND LEARNING
P.O. BOX 7189
GRAND FORKS. NORTH DAKOTA 58202-7189

October 4,1995

Dear teacher.
As a teacher in a performing arts school, you are invited to participate in a research study
on the leadership behaviors of administrators in performing arts schools. Your cooperation in my
doctoral dissertation research will help provide information regarding both administrator and
teacher perceptions of leadership behaviors in performing arts school.
The enclosed survey is the Multifactor Leadership Questionnaire which will compare
transformational and transactional leadership behaviors. Please complete this survey based upon
your beliefs about the leadership of your administrator. Your participation in this study is
voluntary and the completion of the survey implies your consent to participate in the study. The
total time needed to complete this questionnaire is less than 15 minutes. I am asking that you
complete and return the questionnaire hv October 31 in the enclosed postage paid envelope. Your
cooperation in this study is greatly appreciated.
All information will be computer-coded in order to provide complete anonymity and
confidentiality. The final report will not identify any institutions or individuals; only grouped data
will be reported. A brief summary of the results wiil be available through the NETWORK
newsletter. Thank you for your cooperation and for-completing the questionnaire.
Sincerely,

Angie Koppang
University of North Dakota
Principal Investigator
701-221-3575 Office
701-258-0360 Home
Dr. John Backes
Advisor
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